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STATEMENT OF INTENT 
1.1 INTRODUCTION 
English is spoken across the world and has attained a prestigious status in the 
different channels of communication at different levels administrative, organizational, 
developmental etc. It is because of this reason that teaching of English has been 
emphasized and introduced in the education and the curriculum. Various research 
studies have been conducted for the same but most of the research done has only been 
in theory and less in practice. 
English has now been used as a medium of instruction. But all learners have not been 
able to cope with the situations and contexts. The main reason behind it is the 
problems which have developed among intermediate learners from primary stage due 
to the underdeveloped technicalities without any re-evaluation. The concentration 
given in English Language Teaching and learning so far is only on reading and 
writing skills. But with the changing demands of acquiring English in the global 
context, especially students of professional courses, are in dire need of learning all the 
four language skills (listening, speaking, reading and writing) at all levels (Reddy 21). 
Talking about the oral skills of the learners, it has appeared to be a complex skill. 
Rehman has followed Halliday's description "communication is more than merely an 
exchange of words between parties; it is a ". . .sociological encounter" (Halliday, p. 
139) and through exchange of meanings in the communication process, social reality 
is "created, maintained and modified" (2). It is a dynamic process which takes place, 
engaging consciously, through the transmission of communicative ideas. The value 
attached to the communication of dynamic and process give rise to building 
relationship with the people as it flows. It is considered symbolic because the meaning 
is central to communication. It makes this process interactive.  
At its basic level, oral communication is the spoken interaction between two or more 
people. It is composed of multiple elements. It results either in success or failure of 
the interaction because not every speaker is an effective communicator. Since oral 
communication is a two way process between the speaker and the receiver, it involves 
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productive skill (speaking) and receptive skill (listening) of the learners. To be an 
effective speaker one need to get mastery over the oral skills which include the 
communicative ability and also listening proficiency. There exists a misconception 
among learners that oral skills deals only with the spoken genre which is not true.  
[L]istening that should precede speaking paves the way for them to develop 
oral fluency and accuracy. Listening is often said to be a passive skill while 
speaking is described as an active one. This is not wholly true; for listening is 
also an active skill as it is considered with decoding a message and 
understanding it; moreover, the listener has to show that he has or has not 
understand [understood] the message from his response (Pathan 397-8). 
Therefore, Field has given that "Communication requires a two-way traffic, and 
unless the non-native speaker has a listening competence as developed as his/her 
command of speech, then it will simply not be possible to sustain a conversation" 
(2008: 2).  
1.2 CONTEXT OF THE STUDY 
1.2.1 School: Senior Secondary School Certificate (+2) Girls has been selected from 
the three intermediate schools of Aligarh Muslim University (A.M.U.). Being familiar 
with this institution it has been easily accessible for the researcher to conduct her 
study. 
 
1.2.2 Classroom: The study was implemented on the same set of students of eleventh 
standard. It took two weeks to collect the data. The duration of the classes taken and 
observed was of 40 minutes scheduled in the allotted Compulsory English periods of 
the class. Compulsory English is studied by all the streams science, social science, 
humanities and commerce. It is offered as a compulsory subject so that students are 
able to speak, listen, read and write the basic English needed in their everyday life. 
Two books are prescribed for eleventh standard. One is main reader 'Hornbill' and 
other is supplementary reader 'Vistas'. The researcher chose Hornbill for her study 
because the subject teacher had suggested to conduct the study without affecting the 
syllabus.  
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1.2.3 Subjects: This study has targeted 30 students of the eleventh standard section B. 
It has been carried out in one of the science sections of class XI. The students of this 
class study Compulsory English five days a week. One teacher is assigned who 
teaches both the readers simultaneously along with writing skills and grammar. There 
were 80 students in the class but not a single student attends Compulsory English 
classes regularly. So the sample of 30 students has been reduced exactly to the regular 
students which were conducted during the study of two weeks. 
1.3 THEORETICAL BACKGROUND OF THE STUDY 
In the history of English Language Teaching, teaching methods and approaches have 
always occupied a central place. Different methods have contributed to their 
development and different views have been expressed by the experts to define this 
change. Hall in his book entitled  Exploring English Language Teaching: Language 
in Action published by Routledge in 2011 has expressed this change beautifully. The 
development of methods in language teaching has been remarkable because each of 
them succeeds the other until the present one is discovered. He has pointed Kelly's 
suggestion that "'ideas accessible to language teachers have not changed' over this 
period" (2011: 79). In his response Pennycook has stated "nobody really knows what 
is new or old in present day language teaching procedures. There has been a vague 
feeling that modern experts have spent their time in discovering what other men [sic] 
have forgotten". Adamson has called them as "fashions in language teaching 
methodology" (qtd. in Hall 2011:79, 79) where the superiority of a method is not 
accounted but the appropriacy of some methods over the other in a particular context.  
This noticeable progress has not occurred by itself. There have been many factors 
responsible for it like changing geopolitical circumstances, social attitudes, values and 
lastly the major shifts in theories of language learning in Linguistics. That is why, the 
call for a change has been revolutionary. The historical perspective has marked a 
significant foundation for language teaching methods in the twentieth century. 
Literature has presented a discussion on contemporary methods. It has shown changes 
in language teaching methods which recognized learners proficiency, learner-oriented 
techniques in a language classroom, changes in theories of the nature of language and 
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of language learning etc. In this study, they have been viewed through different 
methods and approaches (Richards and Rodgers 2001). 
Richards and Rodgers have stated in their work Approaches and Methods in 
Language Teaching published by Cambridge University Press in 2001, that the 
grammar translation method has never considered speaking the target language as a 
goal. With this in effect, it has not been considered as a skill to be taught. In this 
method the oral practice has been only to the extent of reading aloud the translated 
sentences by students in a class (4).  
The methods and approaches which have appeared in reaction to the grammar 
translation method have aimed to focus on some basic assumptions. They are giving 
preference to spoken language, use of language in context, inductive approach to 
teach grammar and discouragement of translation as stated by Saraswati in her work 
English Language Teaching: Principles and Practice published by Orient Longman 
Pvt. Limited in 2004. These principles have been supported by direct method, oral 
approach, audio-lingual method, structural approach and communicative approach.   
Richards and Rodgers (2001) have declared that the reformers have now started 
focusing on naturalistic principles of language learning which has given rise to direct 
method. Among the reformers of natural method, L. Sauveur has used oral interaction 
in the target language. He has used questions as a teaching strategy which has 
presented a way of eliciting the language. According to the German scholar F. Franke: 
a language could best be taught by using it actively in the classroom. . . . 
[there] must [be] . . .direct and spontaneous use of the foreign language in the 
classroom. Learners would then be able to induce rules of grammar. The 
teacher replaced the textbook in the early stages of learning. Speaking . . . [has 
been understood] with . . . . pronunciation (11).  
This method has not only opposed the use of L1 and translation but has also brought a 
shift from literary language to the language of everyday life. It has promoted the 
development of oral communication skills (Saraswati 2004).   
 
The structural approach has been termed as an eclectic approach by Saraswati, 
because it has included certain facets which share commonality with the principles of 
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direct method, oral or situational approach and audiolingualism. In 1950s two eminent 
applied linguists Harold Palmer, A.S. Hornby and other British linguists certified oral 
approach to teach English language in Britain. It has been recognized as the standard 
methodology to be used in textbooks.  
 
According to Richards and Rodgers 2001 the theory of language of the situational 
approach is conceptualized on the tenets of British 'structuralism' where the "Speech 
was regarded as the basis of language, and structure was viewed as being at the heart 
of speaking ability" (40, 40).They have worked on the notion of 'situations' as 
opposed to the American theory. One of the most significant proponents of the oral 
approach has been the Australian George Pittman. He is responsible for 
recommending a set of situation-based teaching materials. Pittman has defined 
situation in a way that "the use of concrete objects, pictures, and realia, which 
together with actions and gestures can be used to demonstrate the meanings of new 
language item” (43). Later on, the terminology of this approach was recognized 
commonly as Structural-Situational Approach, Situational Language Teaching (SLT) 
or Structural-Situational and Oral Approach (S-O-S) (39). 
 
With the advent of situational language teaching (SLT) it has made the functional 
aspect of language dominant. The British linguists have shown that there is a close 
relationship between the structure, the context and its situation where language 
exhibits a meaning. It has called upon to attention the teaching of grammar 
inductively because “If we give the meaning of a new word, either by translation into 
the home language or by an equivalent in the same language, as soon as we introduce 
it, we weaken the impression which the word makes on the mind” (qtd. in Richards 
and Rodgers 2001: 41). This perspective has helped learners to apply language 
outside the classroom. It has been suggested that the teaching of four skills through 
'practical command' (41) is one of the basic objectives of SLT. It has presented the 
hierarchy of teaching skills in the reverse order listening, speaking, reading and 
writing (LSRW) (43-6). 
The term audiolingualism was proposed by Nelson Brook in 1964 (Saraswati 67). The 
reason of its emergence was the time of world war II when the government of U.S.A. 
had propagated the idea of developing foreign language programs especially for 
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military armies (Nagraj 1996). The training programs like the Army Specialized 
Training Programme (ASTP) started by the American linguists were conducted to 
teach conversational proficiency in different foreign languages. As a result fifty five 
American universities adopted the aural-oral approach which laid emphasis on the 
aural training first then pronunciation training followed by the teaching of speaking, 
reading and in the end writing skill. Due to this the linguists at Michigan and other 
universities called it by different names: oral approach, aural-oral approach and 
structural approach (Richards and Rodgers 2001). 
 
1.3.1 Current Communicative Approaches: According to Richards and Rodgers 
2001 all the modern approaches and methods of language teaching have seen a drastic 
shift of paradigm which have focused communicative methodologies. They have 
intended to implement learner-based techniques and procedures thereby driving them 
towards meaning-based approaches (151). The communicative language teaching 
(CLT) has been defined as an umbrella term by Nagraj. The beginning of twentieth 
century has been marked with some major paradigm shifts such as development of 
pedagogy from form based to meaning based, preference of a widely accepted eclectic 
approach rather than following a rigid method, inclination towards learner-oriented 
practices instead of teacher-centeredness in a class. All these have been directed in the 
broad term known as communicative approach (Nagraj 41). 
 
Communicative language teaching (CLT) has its own remarkable history in the 
literature of second language pedagogy. It has stood apart from all other methods and 
approaches because it has emphasized the social nature of language and interaction.  It 
has been proved with the arrival of CLT that speaking fluently may also help to learn 
grammar and vocabulary with a bit of pronunciation in a natural way. In the book 
Literacy and Language Teaching written by Richard Kern published by Oxford 
University Press 2000 has been notified that the British linguist Michael Halliday and 
American sociologist Dell Hymes have overthrown the old tradition of understanding 
a language through individual sentences. Halliday has pointed out that texts instead of 
sentences must be regarded as the basic unit for any linguistic analysis. In support of 
this, Hymes has coined a term communicative competence which has been one of the 
goals of communicative language teaching (19). 
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The scholars who propagated this view were Christopher Candlin and Henry 
Widdowson followed the works of John Firth, M.A.K. Halliday in British Functional 
Linguistics, works of Dell Hymes, John Gumperz, and William Labov in 
sociolinguistics and works in philosophy by John Austin and John Searle. All of these 
have been recognized as important figures who supported the development of CLT. 
The proposal of a functional or communicative definition of language given by 
Wilkins has made significant impact. It has formed the basis in designing 
communicative syllabuses for language teaching. As such his contribution has been an 
"analysis of the communicative meanings that a language learner needs to understand 
and express" (154). He has given two systems of meanings which are notional 
categories and their communicative functions. He has then revised and filed his 
document in the form of book named 'Notional Syllabuses' (154). The work of the 
Council of Europe, the writings of Wilkins, Widdowson, Candlin, Christoper Brumfit, 
Keith Johnson and other British applied linguists have given theoretical background 
to CLT (Richards and Rodgers 2001). 
CLT is considered as an approach not as a method. It is divided into three phases. The 
first phase is denoted by CLT innovations which have greatly influenced the need to 
develop a syllabus with communicative competence as one of its aim. In the second 
phase it deals with procedures to identify learners' needs that have concentrated on 
needs analysis as its essential component. In the third phase CLT innovations are 
meant for the communicative classroom activities. Johnson and Johnson have 
mentioned five characteristics of communicative methodology which are 
appropriateness, message focus, psycholinguistic processing, risk taking and free 
practice (Richards and Rodgers 2001). 
Cooperative Language Teaching is one of the communicative approaches to teach 
second or foreign language teaching. It has been a part of collaborative approach 
which has incorporated the maximum exposure of learners through cooperative 
activities that involve pair and group work. Particularly this approach like others has 
been promulgated communicative interactions which have foreseen its principles as 
an extension of communicative language teaching. The main objective has been 
marked to develop language skills through the efficacy of communicative functions. It 
has been regarded as learner oriented which has encouraged communicative 
competence of learners socially and pedagogically. Besides this, it has helped its 
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learners to foster critical thinking skills which not only increases the scope of 
communication but also helps to build a sense of positive attitude towards language 
learning. The basic mode of learning in this approach is undertaken through activities 
which could help their interaction, cooperation and participation (2001). 
Cooperation is working together to accomplish shared goals. Within 
cooperative situations, individuals seek outcomes beneficial to themselves and 
all other group members. Cooperative learning is the instructional use of small 
groups through which students work together to maximize their own and each 
other's learning (qtd. in Richards and Rodgers 2001: 195). 
Task based language teaching has been identified as a more recent teaching 
methodology in Richard's work known as Methodology in Language Teaching: An 
Anthology in Current Practice published by Cambridge University Press in 2002. It 
has been pointed out by Richards and Rodgers 2001 that the task based approach is a 
strong version of CLT because some of its proponents have seen a few of its 
principles as an extension: 
 A successful language learning must be undertaken through the activities 
 which involve real world communication. 
 Those activities must be facilitated that promote learning through meaningful
 tasks. 
 Such activities must be preferred at the expense of language learning. Its 
proponents suggest with the help of second language acquisition research that 
involving learners in negotiation of meaning spurs a successful language 
learning. It forms the basis of language teaching curriculum. 
That is why, the early applications of task based approach have been confined within 
communicative framework of language teaching. These have been Malaysian 
Communicational Syllabus and Bangalore Project. Both of them were short lived due 
to some inadequacies which were later on looked upon by remedial actions. The task 
based approach has gained great impetus in the field of second language pedagogy 
and research. It is referred to as an approach that has distinguished tasks as integral 
units of planning and instruction. These are visualized as 'useful vehicles' (223) that 
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promote negotiation of meaning and communicative functions of forms for a 
successful language learning (Richards and Rodgers 2001). 
Emerging Interest of Tasks : The emerging role of tasks has grabbed attention of 
some researchers of second language acquisition who have shown interest in 
developing pedagogical applications in second language theory. In the mid 1980s 
tasks were spotted as potential building blocks by the researchers, evaluators and 
language specialists in SLA research.  
1.3.2 WHAT IS A TASK? It has always been difficult to define a task. The recent 
research in SLA have stated that tasks are recognized as pedagogical tools in SLA 
research and language pedagogy. TBLT has presented the notion of task by varied 
explanations that have language related meaning and non-language too. Literally, 
there is no literature which can address precisely what must be constituted in a task 
framework. It is described by different definitions, resulting definitions, counter 
definitions and yet has not resulted in an accurate explanation of a task. The following 
is a few definitions of famous scholars who have considered using language to be an 
actual goal or aim of a task such as finding a solution of a puzzle, giving directions in 
a map, attending a telephone call, writing a letter, following a set instructions to 
rearrange etc. 
1. Breen (1989) 
A task is 'a structured plan for the provision of opportunities for the refinement 
of knowledge and capabilities entailed in a new language and its use during 
communication'. Breen specifically states that a 'task' can be 'a brief practice 
exercise' or 'a more complex workplan that requires spontaneous 
communication of meaning'. 
2. Long (1985) 
A task is 'a piece of work undertaken for oneself or for others, freely or for 
some reward. Thus, examples of tasks include painting a fence, . . . borrowing 
a library book, . . . "task" is meant the hundred and one things people do in 
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everyday life, at work, at play and in between. "Tasks" are the things people 
will tell you they do if you ask them and they are not applied linguists'. 
3. Richards, Platt, and Weber (1985) 
A task is 'an activity or action which is carried out as the result of processing 
or understanding language, i.e. as a response. For example, drawing a map 
while listening to a tape, and listening to an instruction and performing a 
command, may be referred to as tasks. Tasks may or may not involve the 
production of language. A task usually requires the teacher to specify what 
will be regarded as successful completion of the task. The use of a variety of 
different kinds of tasks in language teaching is said to make teaching more 
communicative . . . since it provides a purpose for classroom activity which 
goes beyond practice of language for its own sake'. 
4. Crookes (1986) 
A task is 'a piece of work or an activity, usually with a specified objective, 
undertaken as part of an educational course, at work, or used to elicit data for 
research'. 
5.  Prabhu (1987) 
A task is 'an activity which required learners to arrive at an outcome from 
given information through some process of thought, and which allowed 
teachers to control and regulate that process'. 
6. Nunan (1989) 
A communicative task  is 'a piece of classroom work which involves learners 
in comprehending, manipulating, producing, or interacting in the target 
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language while their attention is principally focused on meaning rather than 
form. The task should also have a sense of completeness, being able to stand 
alone as a communicative act in its own right'. 
7. Skehan (1996a) 
A task is 'an activity in which: meaning is primary; there is some sort of 
relationship to the real world; task completion has some priority; and the 
assessment of task performance is in terms of task outcome'. 
8. Lee (2000) 
A task is '(1) a classroom activity or exercise that has: (a) an objective 
obtainable only by the interaction among participants, (b) a mechanism for 
structuring and sequencing interaction, and (c) a focus on meaning exchange; 
(2) a language learning endeavor that requires learners to comprehend, 
manipulate, and/or produce the target language as they perform some set of 
workplans'. 
9. Bygate, Skehan, and Swain (2001) 
'A task is an activity which requires learners to use language, with emphasis 
on meaning, to attain an objective' (qtd. in Ellis 2003: 4-5). 
With the help of above definitions Ellis in his book Task-based Language Learning 
and Teaching published by Oxford University Press in 2003 has categorized them into 
seven dimensions. Although they have been directed to the ultimate goal but the 
purpose remains different. That is why they appear to be contrasting each other. The 
following are the dimensions: scope, perspective, authenticity, language skills, 
cognitive processes involved in task performance and the outcome of a task. 
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1) Scope: The descriptions of a task which has been intended to focus on the 
scope are mentioned below. Long has described that "tasks that require language, for 
example, making an airline reservation, and tasks that can be performed without 
using language, for example, painting a fence' (2003: 2). This has been considered to 
present a broader scope as compared to the one which have been defined by Richard, 
Platt and Weber (1989) and Nunan (1989) (qtd. in Ellis 2003: 2). They combat on one 
definition that is 'task as an activity that necessarily involves language̕ . But Crookes 
(1986 qtd. in Ellis 2003:  2) mentioned tasks as 'language-free activities' (2, 2) 
whereas Ellis (2003) has restricted them in the completion of language goal 
successfully. 
This dimension has also helped in tracing out the distinction between task, activity 
and exercise. Some of the scholars like Long (1985), Richards, Platt, and Weber 
(1985), Nunan (1989), and Skehan (1996a) (qtd. in Ellis 2003: 3) restricted 'use' with 
activities where meaning is regarded as central. But Breen has incorporated the 
broader version to describe any form of language activity that may also include 
exercises. As defined by Ellis (2003) who has preferred to choose the narrow one: 
"'Tasks' are activities that call for primarily meaning-focused language use. In 
contrast, 'exercises' are activities that call for primarily form-focused language use" 
(3). Thus, the purpose of a task and an exercise are not different than learning a 
language only the basic difference is how to achieve the objective. 
With a contrastive view, Widdowson has submitted his recommendation that it is not 
justified to consider form and meaning as its distinguishing feature rather kind of 
meaning is applied to fulfill the purpose. In other words, a task is focused to attain 
pragmatic meaning whereas an exercise with semantic meaning. Infact, a task is 
employed by its learners who have acted upon as 'language users' because they 
perform through same kinds of communicative processes which are exhibited in real 
world communication. As opposed to it is an 'exercise' that is required by its 
participants to perform like 'learners' (2003: 3, 3) 
It is evident that the learning tends to be incidental when learners are engaged in tasks 
and act upon it like language users. A task has always been orbited to deliver a 
message and tends to give peripheral focus on the usage in deciding what forms have 
to be used. From language user they may swap over to learners temporarily but an 
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exercise is conditioned for intentional learning where they are chosen to adopt the role 
of language learners (Ellis 2003). 
2) Perspective: The dimension of perspective is seen one from a language 
designer's point of view that is task-as-work plan and the other from participant's 
point of view which is task-as-process. Most of the scholars have given their 
definitions which relate to the former perspective. Both the views of this perspective 
are noticed to go simultaneously only occasionally. As declared by Ellis 2003 
following Breen's terminology: a work plan is something that engages a learner in the 
meaning-focused language use. It may or may not result in accomplishing the task 
successfully (5). 
According to Bachman and Palmer (1996 qtd. in Ellis  2003: 5) the rubrics which are 
a form of instructions are essential segments of task-as-workplan. They are presented 
to indicate the purpose of a task that is outcome and the means to achieve it. To this 
Lee has called upon "a mechanism for structuring and sequencing interaction" (qtd. in 
Ellis 2003: 6). As such the rubrics of a task are identified to locate a context where 
participants are supposed to operate like language users. 
 
3)  Authenticity: There is a concern as to whether a task could be associated 
with the real-world activities. Long has mentioned authenticity, a remarkable feature 
of any task like filling forms, painting a fence etc. Another kind of task which does 
not have association with real world but still is linked with it in one way or the other 
is used both by researchers and educators. It is known as pedagogical tasks such as 
describing a picture to draw and telling a story etc (2003).  
 
4) Language Skill: Most of the definitions have not addressed the linguistic 
aspect of a language. Long proclaimed that it have dual nature which implies that can 
be oral or written like making an airline reservation, writing a cheque etc. Bygate et al 
(qtd. in Ellis 2003:  6) have also explained that a task may be in the form of written or 
oral depending upon its desired objective to fulfill. Richards, Platt, and Weber (1985 
qtd. in Ellis 2003: 6) stated that a task may or may not be involved in the production 
of language for example listening while drawing a map. But the literature on tasks 
(for e.g. Ur 1981; Klippel 1984; Day 1986; Crookes and Gass 1993a and 1993b; 
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Bygate, Skehan, and Swain 2001 qtd in Ellis 2003: 6-7) bring to focus the oral skills 
of learners especially speaking.  
 
5)  Cognitive Processes: Different processes are involved as per the definitions 
given by different scholars. Richards, Platt, and Weber (1985 qtd. in Ellis 2003: 7) 
have referred to processing and understanding language whereas Nunan pointed out 
comprehension, manipulation production and interaction as significant processes in 
language learning. Prabhu has talked about the cognitive processes that has resulted in 
reasoning used to connect pieces of information, deducing new information and 
evaluating new information but not other than these (2003). 
 
6)  Outcomes: Depending on the outcomes, a task may be narrative based like a 
narrative task or some tasks that may have specified objectives where an outcome 
could be judged on the account to achieve it or not such as a task with the objective to 
spot the differences. It is now important to distinguish between an aim and outcome 
of a task. Outcome is referred to something which learners achieve after the 
completion of a task where as the aim is defined as a pedagogical goal/purpose of a 
task. It has been noticed that an outcome could be achieved without the aim of a task. 
For example learners in a spot-the-difference task could have identify differences 
merely by showing pictures without using language inputs. Secondly it is not 
important always to achieve an outcome but the means to achieve has indeed been 
useful to undertake cognitive and linguistic processes in language learning (2003).   
In the end Bygate, Skehan, and Swain (qtd. in Ellis 2003: 8) have mentioned that 
tasks have always been differed for sake of doing a task, as had been observed. For 
example if the purpose has to be of testing, the definition have been considered to be 
"A task is an activity which requires learners to use language, with the emphasis on 
meaning, to attain an objective, and which is chosen so that it is most likely to provide 
information for learners and teachers which will help them in their own learning" 
(2003: 9). 
Otherwise the best way to define a task is to generalize it by the criterial features 
according to Ellis 2003. 
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1.3.3 CRITERIAL PROPERTIES OF A TASK 
1) Task as a workplan: According to Ellis 2003, a workplan refers to the 
intentions explicitly meant for a teacher to indicate how to execute. It does not include 
the activities in which the students are engaged. It implies that a task pedagogically 
may not be executed how it has been intended when put to practice. 
2) A task involves primary focus on meaning: Ellis has stated that it is required 
by learners to get engaged in using language pragmatically to develop proficiency 
through communication such as focusing on information and reasoning gap tasks 
which are helpful for them to choose linguistic and non-linguistic resources in order 
to complete the task. This has nothing to do with a workplan nor it has been stated in 
it. Thus citing Kumaravadivela, he has indicated how the content is used by the 
teacher and students in a language class (2003). 
3) A task involves real world processes of language use: Learning a second 
language naturally is more productive. To provide learners with real world situations 
like filling a form, inquiring a receptionist has granted them real world 
communication because they learn more easily. 
4) A task may or may not integrate any of the four language skills: A task is 
aimed at any of the four skills or any aspect like pronunciation which indirectly or 
directly facilitates the skill. The teacher or the task designer or learners to some extent 
must be clear which skill or aspect they are involved in. 
5) A task is responsible to bring cognitive processes in action: The learners 
are engaged with processes like selecting, classifying, ordering, reasoning, evaluating 
information to complete a task. It has influenced any forms of language which they 
might choose in the setting of a task (Ellis 2003). 
6) A task has a clearly defined communicative outcome: Ellis has focused on 
the non-linguistic outcome of a task which has served as a means to determine the 
completion of a task by participants (2010). 
Exploring the above six parameters of Ellis's definition, he has highlighted some 
challenges and issues in defining what actually a pedagogic task constitutes. They had 
offered modifications in some of its properties. According  to Samuda and Bygate in 
their book named Tasks in Second Language Pedagogy published by Palgrave 
Macmillan in 2008, despite of focusing on task-as-workplan both dimensions that is 
task-as-workplan and task-in-process must be taken care of. To understand a task, it is 
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important to note how learners has reacted upon, employed their tasks, and how they 
have brought alterations to reinterpret a workplan by themselves. Thus giving an 
alteration to this property to identify it as a holistic type of pedagogic activity instead 
of considering it a task-as-workplan is described as a task that incorporates both the 
plan (task on paper) and how it is implemented and enacted in a class by learners and 
teachers (66). 
Talking about cognitive processes, this feature has entailed two meanings. One that is 
using a language which is always involved with some kind of a cognitive activity. It is 
associated with a problem solving activity. Although most of the tasks in second 
language pedagogy are problem oriented or solution based. It must be clear whether it 
is problem solving or problem posing. Referring to Bereiter and Scardamalia on 
problem solving '. . . goal-directed activity in which a path to the goal is not known in 
advance and has to be discovered' (qtd in Samuda and Bygate2008: 67). It is 
suggested that a problem oriented dimension is not intrinsic to any specific task. It 
always exhibits a relationship between a task and the knowledge that has defined 
goals of learners. Sticking to this, they have reformed it with richer conceptualization 
which, according to them, can work with most of the task that is "a task is used to 
create some challenge aimed at promoting language development" (2008: 67). 
Ellis has given significance to a meaningful outcome but the concept of a 
communicative outcome has always been problematic. Samuda and Bygate 2008  
have confused with this conceptualization that "how [this] clear is 'clear' and who 
decides? . . . what counts as a 'communicative outcome'? Is a number, a 
communicative outcome? Or a diagram? Or a performance? Or a report? Or a cake? A 
piece of music? Or poster?". To resolve such queries, they have presented and re-
phrased this criterial parameter "an explicit non-linguistic outcome, that is a language 
(and/or semiotically) mediated outcome that is not in itself a language focus" (2008: 
68, 68). It means that a non-linguistic outcome have to be pragmatically determined 
for example laughter, the communication of information, a poem, list, brochure etc. 
Otherwise it is well defined that a task can never remain confined to one outcome.  
1.3.4 COMPONENTS OF A TASK 
Nunan (1989) has suggested that a task must have components which are considered 
essential for it. They are goals, input, activities, settings and roles of learners and 
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teacher. Out of these goals, inputs and activities are believed to be three major 
components of tasks by Ellis 2003.  
1) Task Goals: Goals are something that depict general intentions lying behind 
any given communicative tasks or learning tasks. They may be related to general 
outcomes (communicative, effective or cognitive) or describing directly teacher or 
learner behavior. According to Nunan's framework goal is understood as the purpose 
of a task. It is meant for developing students’ commutative competence including 
socio-linguistic, discourse, grammatical and strategic competence. To design any task, 
the making of goals is very important before implementing it.  
 
2) Input: Wright and Nunan (qtd. in Ellis 2003: 19) have identified input as a 
task component but Ellis himself has split this component into two inputs and 
conditions. According to the theories of second language acquisition while learning a 
modern language, learners must be exposed to a considerable amount of language 
input either in natural or artificial setting.  There have been two different types of 
input: roughly tuned input and finally tuned input. The former is a form of language 
that has been slightly above the status of students’ abilities.  It has been especially 
chosen for conscious learning and teaching in a communicative classroom. The 
approaches of input have been listening, reading, extract specific information which 
has been considered useful and practical. The latter then is a language that has to be 
marked by students' level exactly.  
 
3) Activity: It is known in Nunan's terminology of task theory but has  been 
termed differently by other scholars. Wright has defined it as an instructional question 
and Ellis 2003 has referred it to procedures that are related to methodological options 
when researchers and educators implement tasks. Otherwise these procedures have 
been dealt separately by Nunan as settings (1989).  
Originally activities are referred to the behavior of participants which they undergo 
when they deal with input. It has always originated from input where learners are 
supposed to do something in its relation (Nunan1989). It can be exemplified in a way 
that if participants perform interview they may be instructed to work in pairs as 
procedure but does not include it always in instructions. Such procedures exist 
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independently of both input and conditions. That is why research yet has been 
exploring the effect of various procedures in using a task on task performance (2003).  
 
4) Predicted Outcomes: Neither Wright nor Nunan have assumed it as 
component where as Ellis has said that a task must have clear and specified product 
outcome or outcomes to accomplish it successfully. It may be filling blanks in the task 
of completing forms. As opposed to it he has talked about process outcomes which 
allow participants to undertake certain cognitive processes that elicit a task. It is 
observed that it may vary from person to person depending upon the context and 
learner. Also it is difficult to make assumptions to  some extent. Infact, it has been 
one of the goals of TBLT and also pedagogy in the occurrence of inputs, conditions 
and procedures. A task must have a clear and well defined outcome so that when it is 
executed it can be easily qualified for what it is executed.  
 
5) Roles of learners and teacher: They may also be predicted according to a 
particular task and setting. The learners may adhere the roles of partners in a pair or 
group work but the role of a teacher is intended to change like that of facilitator, 
guide, mentor, advisor, monitor etc (1989).      
1.3.5 TYPES OF TASK ACTIVITIES 
TBLT has attempted to categorize different types of tasks into groups in a way that it 
becomes easy in designing and description. According to Richards and Rodgers 2001 
the following categorization has been mentioned: 
When a task is described from pedagogical perspective, Nunan 1989 has suggested 
two types of task in a syllabus. They are: 
1) Real world tasks: Such tasks are designed to practice or rehearse real world 
communication. For example role play, short conversation etc. 
2) Pedagogical tasks: Such tasks are developed on psycholinguistic basis in 
SLA theory and research but have no connection with real world tasks. For example 
listening to comprehend a text etc.   
Willis has proposed six task types which have been created on the basis of the 
traditional knowledge hierarchies:  
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1) Listing  
2) Ordering and sorting     
3) Comparing  
4) Problem solving  
5) Sharing personal experience  
6) Creative tasks  
 
Pica, Kanagy, and Faladun (qtd. in Richards and Rodgers 2001: 234) have organized 
another division regarding tasks on the basis of the form of interaction which always 
exists in the completion of a task. These are as follows:   
 
1) Jigsaw Task: Learners have to combine different pieces of information to 
channelize story or article to form a whole text. For example, three participants of a 
group have different sets of information with them. With the help of these parts of a 
text develop a full length short story. 
2) Information-Gap Task: In this task, one student in a group has one set of 
information and another student of the same group has different set of information. 
They have to negotiate and find out whether they all have information in order to 
complete the activity.  
3) Problems Solving Task: Students are given a problem with different 
possibilities to help them to arrive at a solution of the problem. There is generally a 
single resolution of an outcome. 
4) Decision Making Task:  Students are given a situation which has a number of 
possible outcomes. They must choose one for negotiation and discussion. 
5) Opinion Exchange Task: Learners are engaged in discussion in such type of 
tasks and exchange their ideas by mutual sharing of information they hold to reach an 
agreement. 
Richards and Rodgers 2001 have given another classification list of tasks:  
1) One-way or two-way: The task which is involved in one way exchange of 
information or a two way exchange.  
2) Convergent or divergent: The task that is meant for students to achieve a 
common goal or several different goals.  
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3) Collaborative or competitive: The task which is focused by students to 
collaborate and carry a task in order to compete with each other within a framework 
of a task.  
4) Concrete or abstract language: The task which makes use of concrete or 
abstract language. 
5) Simple or complex processing: The task that require work on relatively 
simple or complex cognitive processing of language development.  
6) Simple or complex language: The linguistic demands of such type of tasks 
are aimed to practice them which are intended to be relatively simple or complex.   
7) Reality based or non reality based: The task which is used in a language 
classroom to reflect a real world activity or if it has been a pedagogical activity that 
does not exist in the real world (234-5). 
 
1.3.6 RESEARCHING AREAS OF SECOND LANGUAGE PEDAGOGIC 
TASKS 
Samuda and Bygate 2008 have presented main findings of the research which were 
undertaken in six main areas. The research of the respective thematic areas is stated 
below.  
Main Themes in Task Research till date 
1) Task Content 
 Language focus of tasks 
 Task phases 
2) Impact of elements of task design 
 The impact of task complexity 
 The impact of discourse type 
 Task structure 
3) Impact of conditions of Implementation 
 Task familiarity 
 Implementation effects 
 Participant roles 
4) Task dynamics 
 Negotiation for meaning 
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 Co-construction 
 Acquisition 
1.3.7 METHODOLOGY OF TASK-BASED LANGUAGE TEACHING  
Ellis 2003 has categorized methodological procedures which are helpful in the 
execution of a task successfully:   
1) Lesson design: procedures which specify how activities in a syllabus can be 
converted into an actual lesson.  
2) Participatory structure: procedures which measure teacher and learners 
participation. 
 
1) Lesson Design: The design of a task-based lesson comprises of stages or 
components in which task itself is a principal component. Although different designs 
have been composed by different scholars like Prabhu 1987; Estaire and Zanόn 1994; 
Skehan 1996; Willis 1996; Lee 2000 (qtd. in Ellis 2003: 243) but the following has 
been suitable models of a task-based lesson. 
The pre-task phase is concerned with activities in which brainstorming of knowledge 
is undertaken both by teacher and students before they initiate their actual activity. 
The during task phase is meant to do the task which includes various instructional 
options such as how students operate within a given time. The final stage is a post-
task which includes procedures that are followed by the task performance. According 
to Ellis 2003 in all the stages of a task the phase of during task is considered 
significant without which a task cannot be executed. The other two phases of task are 
regarded as optional but play a crucial role in maximizing task performance thereby 
increasing effectiveness of language development (243). 
2) Participatory Structure: The second major aspect of a task methodology is 
participatory structure of a lesson.  The participatory structure of a lesson has referred 
to the procedures shown as teachers' and students' contribution in the performance of 
a task given. It has to be selected by teacher or learners. The learners participation are 
of two kinds. One is individual structure where each student has to work by their own 
and the other is known as social participatory structure in which each student interact 
with others. The former participation is regarded as intrapersonal where a speaker by 
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its own represent on the behalf of others where as the latter interpersonal kind of 
structure which is undertaken in either way like teacher interacting with all students 
or student interacting with teacher along with the support of other students or 
interacting with peers or pairs or in groups (263). Some of the participatory structures 
that are recommended to be an important component of a task based methodology are 
individual student work with tasks, working on tasks in pairs and groups, cooperative 
learning and working on tasks in a whole class context. 
1.3.8 ORAL COMMUNICATION 
Oral communication is a wide spectrum of oral skills in language pedagogy. Like the 
definitions of a task, oral communication is elaborated descriptively by different 
scholars. They have depicted through their explanations the nature of oral 
communication skills. The following are some of the notable definitions given by 
Guitierrez-Ang in his work Oral Communication: A Content-based and Learning 
Centered Text-Manual in Effective Speech Communication published by Katha 
Publishing Co. Inc in 2009. The word communication is derived from a Latin word 
'communis' meaning to share, inform ideas and feelings etc. Ang has stated that oral 
communication is considered a transmission of messages through verbal and non-
verbal clues. The writer has followed Wood's description of communication that it is 
said to be a process which is dynamic, irreversible contextual based in nature where 
communicators are perceived to build personal meanings through their symbolic 
interactions. 
1.4 RATIONALE OF THE STUDY 
The underlying rationale of the present study is meant to investigate the effectiveness 
of the activity-based approach. It has examined the difference between the prevailing 
instruction that is traditional and the new experimented one which is activity-based 
instruction. This study has reviewed all the methods and approaches as to how they 
have given dominance to oral skills in different ways. By studying the literature, 
research has pointed out total negligence of oral skills from beginning which brought 
a change in paradigm through the advent of communicative methodologies. As such 
providing a comparison between both the instructions it has shown that activity-based 
instruction is more productive and effective in the teaching of oral communication. It 
has also given a wide range of perceptions of the subject teacher who sometimes has 
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favored that traditional instruction is not effective in teaching oral skills yet has 
followed some traditional techniques that are considered harmful for successful 
language learning. The following objectives have been addressed. 
1.5 OBJECTIVES 
 To study the effectiveness of activity based approach in developing oral 
communication of learners at intermediate level of Aligarh Muslim University in 
Senior Secondary School (+2) Girls.  
 
 To study the perceptions of subject teacher regarding the activity based 
instruction and traditional instruction in the teaching of Compulsory English at 
intermediate level of Aligarh Muslim University in Senior Secondary School (+2) 
Girls. 
1.6 RESEARCH QUESTIONS 
This study has examined the following two research questions. 
1) Is it effective to implement the activity based instruction in the teaching of 
oral communication at the intermediate level of Aligarh Muslim University in Senior 
Secondary School (+2) Girls. 
2) What are the perceptions of the subject teacher regarding the implementation 
of the activity based approach and traditional approach in the teaching of Compulsory 
English in Senior Secondary School (+2) Girls at Aligarh Muslim University.  
 
1.7 RESEARCH METHODOLOGY 
It has included method, setting, and subjects which are incorporated in this study. 
 
1.7.1 METHOD 
It is a comparative study. It has investigated the effectiveness of activity based 
instruction over the traditional instruction in the teaching of oral communication. It 
has employed the mixed method design and incorporated qualitative and quantitative 
data for analysis. The quantitative data has included two questionnaires, the 
evaluation of activities and exercises. The two questionnaires were administered 
separately, one after the implementation of activities and other after observing the 
traditional classes of Compulsory English undertaken by the teacher. The evaluation 
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of activities has been done with the help of 4 point scale and rubrics which were 
created for each activity individually. The exercises were evaluated by the researcher 
with the maximum marks of 35. The qualitative data is comprised of the interview of 
the subject teacher, the observation checklists and anecdotal records. Four observation 
checklists were prepared by the researcher herself after observing some study related 
aspects during the teacher's teaching. There were seven anecdotal records prepared by 
the treatment teacher (researcher). It has provided a systematic description of each 
day when the activities were used.  
 
The duration of the proposed study was of two weeks. In the first week the activity 
based instruction was introduced. The researcher experimented this instruction in the 
class with the help of nine communicative activities. They were designed by the 
researcher. Four of them were meant to test the listening skill and the remaining five 
were aimed to examine the speaking skill of the students. Each day one activity was 
executed except the third day and the fourth day when two activities were conducted. 
These activities were chapter based activities but communicative in nature. They were 
designed purposely in such a way so that the students, the teacher and the school may 
not suffer from any academic loss.  
 
After completing seven days of teaching with activities the questionnaire was 
administered. It was meant basically to see how far the approach was successful with 
the students. The second week of the study was marked with the controlled instruction 
followed by the subject teacher. The researcher acted as a non-participant observer, 
least affecting the teacher and the students. The subject teacher took four classes to 
complete one chapter. Three of them dealt with the explanation of the lesson and one 
with the discussion of exercises. With the completion of the entire chapter the 
students were asked to write the discussed questions followed by the questionnaire in 
the given sheets.  
 
1.7.2 TOOLS OF DATA COLLECTION 
In order to collect the data of this study the questionnaire, the video and audio 
recorders, the interview of the subject teacher, the observation checklists and the 
anecdotal records were used.  
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1) Questionnaire: The study has given great importance to the questionnaires. It 
entirely depends upon the significant results of the two questionnaires. Their main 
purpose was stated to compare the derived results in order to investigate the 
effectiveness of both the approaches. The data collected from each was considered as 
feedback of the experimental and controlled approach implemented in the class. They 
were objective in nature having multiple choice items. For further analysis this data 
was converted in tabular and graphical form using the software SPSS version 16.0. 
The structure of the questionnaire aiming for the experimental instruction was short 
and simple. It was done to assure the reliability of the students. There were 15 
questions each were comprising of the four alternative options. The options of each 
question were different from each other. The question sequence was intended to 
acquire general to specific information. It addressed seven questions which inquired 
the understanding level, the interest level, their motivation, the comfort level in group 
activities, helpful in interaction, participation and the friendly learning environment 
on the basis of overall performance of the activities. The remaining questions were 
intended to be more specific like the improvement level, which skill has shown more 
improvement, which factor has revealed improvement, which form of participation 
individual or group performance has shown better improvement in the learning of oral 
skills.  
The questionnaire's structure aiming for the controlled instruction was smaller in size 
than the one for the experimental instruction. It had nine questions each having three 
options. The questions were created on the basis of overall understanding of the 
exercises and the lesson which explored interest level, motivation, understanding and 
difficulty level of exercises and lesson, frequency of practicing listening and speaking 
skills in the class, better understanding of the lesson with the help of communicative 
activities. 
 
2) Interview: The qualitative data was collected from the interview of the subject 
teacher. The unstructured interview of the assigned teacher has given insights 
regarding the subject teacher's methodology he adopts in the teaching of Compulsory 
English. It is generalized that the method is adopted by all the teachers of this 
institution. It also includes some contrasting and contradicting statements which are 
dealt with in the result. The purpose of the interview was not to criticize the subject 
teacher's methodology but to bring out the reason of incompetency of learners in 
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Compulsory English by comparing his method adopted in the teaching of Compulsory 
English. 
 
3) Recorders: Two gadgets (Titanium S5 for audio and Sony Xperia for video) 
were used to record listening and speaking performances when the activities were 
implemented by the treatment teacher.  Assistance from a research colleague was used 
to make video clippings of the students’ performances.  
 
4) Observation Checklists: Observation is a significant tool used in this study. It 
has helped in tracing out some conclusive points which strongly support the variables 
chosen for the comparison. They are incorporated in the findings and result of the 
study. It was carried out by the researcher. She observed and gave her opinions 
regarding the methodology used by the teacher thereby generalizing the traditional 
instruction followed by the teachers of AMU teaching at the intermediate level. It was 
not meant to criticize their methodologies and techniques. With the help of this study 
a way of improvement in the teaching of oral skills has been presented.  
Four checklists were prepared after observing four classes. Three classes were held 
separately which dealt with the explanation of the lesson whereas the one class dealt 
with the discussion of exercises. They were subjective in nature with open ended 
questions. An observation checklist consisted of seven questions used to examine the 
motivation level, participation, teacher or student centered class, the practice of 
listening and speaking activities, emphasis on the teaching of skills by the teacher and 
the learning environment created by him. 
 
5) Anecdotal Records: It is one of the observation tools used in the study. It is a 
self-observation of the treatment teacher who has prepared these records after 
executing the communicative activities in the class. She has prepared seven anecdotal 
records which were subjective in nature but not structured question-wise. An 
anecdotal record is a researcher's log which has provided a report of each day 
regarding the activity, the class events and the performance of the students. It has 
included certain aspects like motivation, participation, presentation and response of 
the students. These are referred in the result of study. It has also presented some non-
representative aspects like brainstorming of students which was not the part of result 
but helped in the planning of the activities.   
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1.7.3 DATA INTERPRETATION AND ANALYSIS  
This section is dealt with two portions one which is data collection procedure. It has 
included and presented the methodology used in this study. The other is data analysis 
which has indicated the way in which data was analyzed. 
 
1.7.3.1 DATA COLLECTION PROCEDURES: In August 2014 when the school 
reopened after summer vacations the researcher took formal permission from the 
Principal of Senior Secondary School (+2) Girls of Aligarh Muslim University. With 
the consent of the subject teacher she was permitted to conduct her study along with 
the observation of Compulsory English classes so that the students and teacher may 
not suffer from any academic loss.  
The researcher started her study in the first week of August. She experimented and 
observed both the instructions separately giving one week to each instruction. Two 
chapters were chosen from the main course reader Hornbill because both the lessons 
have same level of difficulty as informed by the subject teacher. For the activity based 
instruction "We're not afraid to die.... If we can be all together" and for the traditional 
instruction "Discovering Tut: The Saga Continues" were selected. Firstly, both the 
approaches were compared on the basis of their effectiveness keeping the variables of 
comparison constant. Secondly, this study has described which instruction tends to be 
more productive in the teaching of oral communication no matter which lesson or 
item is taught. That is why the selection of two different chapters has not been 
considered a problematic issue. 
In the first week of the study the researcher introduced nine activities each having 
different objectives. They were totally chapter based activities but communicative in 
nature. Each of them was carried out as a group activity so that there might be more 
scope for interaction except the one. Four of them were meant to test listening skill 
and the remaining five were speaking activities. 
All the communicative activities were implemented at the guided level. While 
designing the activities the researcher provided learners with printed materials and 
prepared supplementing aids with them. It included the useful phrases, event strips, 
summary of the lesson, five/six divided texts of the lesson, a picture of boat, a text full 
of errors, fill in the blanks, match the column, a sample of conversational text to 
scaffold students' performances. Their performances were tested without informing 
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them that they are being evaluated. It was meant to help students to work without 
fright. These activities were created from the chapter and shifted to the real life 
conversation. Seven anecdotal records were prepared. They were self-observation of 
the researcher. She has reported in her records how she has managed and executed the 
activities each day. 
In the second week the researcher worked as a non-participant observer in the 
traditional classes of Compulsory English. A careful observation was undertaken. The 
subject teacher completed the lesson in four classes which were conducted daily 
according to the allotted timetable. Three classes were engaged in the explanation of 
the lesson and one was held for the discussion of exercises given at the end of the 
lesson. The researcher after observing each class prepared observational notes on 
some aspects like motivation, participation, frequency of practicing speaking and 
listening skills, skills or items taught in the class and the nature of learning 
environment. After completing the chapter learners were allowed to write the 
exercises which they have discussed with their teacher. Their feedback was recorded 
in the written form when the questionnaire was administered.  
1.7.3.2 DATA ANALYSIS: The study has incorporated both the qualitative and 
quantitative data for analysis. The quantitative data which was collected from the 
study was statistically analyzed using Statistical Packages for Social Sciences 16.0 
(SPSS). Using SPSS program the data gathered from both the feedback questionnaires 
were compared graphically. It was also interpreted in the tabular form for comparing 
students' responses in both the approaches. To make the comparison easier two values 
maximum and minimum of each variable were compared and represented in the form 
yes/no. The interpretation of yes represented 'all of them'; 'always' and 'both listening 
and speaking' options of questionnaire 2 and 'yes' of questionnaire 1 (see appendix 
49).  The interpretation of no denoted with negative options like 'no' and 'never' of 
questionnaire 1 and 'none of them' and 'never' options of questionnaire 2 (see 
appendix 50). The performances of students in the exercises were evaluated with the 
maximum marking of 35 giving equal weightage to each question. Then their scores 
were analyzed using the four point scale and percentages. Likewise, the evaluation of 
the students' performances in the activities was carried out. The rating scales of four 
listening activities and rubrics of five speaking activities were created by the 
researcher herself. Categorizing their responses in percentages they were compared 
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with those scored in exercises. The unstructured interview of the subject teacher, four 
observation checklists and seven anecdotal records of the researcher were compiled as 
qualitative data and used in the interpretation of the result. 
1.7.4 RESULT AND DISCUSSION 
A mixed method analysis is used to address the two research questions. It has 
integrated both the qualitative and quantitative data in the result when dealing with 
both the research questions. Having 15 and 9 items in both the questionnaires of 
approaches respectively, the following variables were chosen for the comparison. 
 
1) Motivation of students 
2) Students' Comprehension  
3) Participation of students 
4) Skill/item taught for interest 
5) Difficulty level  
6) Area of difficulty and their improvement 
7) Interactive nature of the activities and exercises 
8) Performance of students 
9) Preference of  the activities over exercises 
 
With the help of these variables it was found that the treatment effect was more 
effective in the teaching of oral production at the intermediate level. Besides this, 
some subjective points were outlined derived from the interview of the subject 
teacher. The discussion was carried out on the following aspects and the findings of 
quantitative data. 
 
1) Emphasis of skill or item taught 
2) Motivation of students 
3) Group work 
4) Practice of oral communication skills 
1.8 RELEVANCE OF THE STUDY 
The relevance of the present study is depicted in terms of pedagogical level. As the 
teaching of oral skill is totally neglected,  the contribution of this work can be viewed 
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as a way to reform the teaching practices especially in the learning of listening and 
speaking skills of intermediate learners. They can be trained in a better way. Not only 
this, the syllabi and materials can be revised and altered in a more flexible way which 
can assist learners in becoming more fluent and competent speakers of second 
language.    
 
1.9 LIMITATIONS OF THE STUDY 
All studies have some unavoidable limitations. The following were the limitations of 
the present study. 
1) Since the regularity of the students was a big problem in the traditional class, 
the study sample was reduced to 30. Only those students were chosen who attended 
all the classes of both the instructions.  
2) The designing of the activities were confined to the text because the 
researcher was not permitted to teach anything which may cause the students to suffer 
from the academic loss due to shortage of course time. 
3) The group work was conducted in the class where the accessibility of 
movable furniture was not possible. The mobility and flexibility of classroom 
furniture is intended to produce better effects in group activities because students can 
face each other while sharing and discussing.  
4) The duration of class was only of 40 minutes. The management of class time 
was difficult for the treatment teacher to provide sufficient time in each stage of the 
activities. It resulted in devoting less planning time and more time in performance or 
vice-versa.    
5) Due to unavailability of resources the use of technology was considered a 
challenge for the treatment teacher. The arrangement and preparation of loud speakers 
consumed a lot of time and affected the time of teaching class. Secondly, the 
provision of facilities to conduct study disturbed near-by classes. Unavailability of 
time, wastage of time and disturbances of classes are never appreciated by any 
instruction and institution.   
 
1.10 RECOMMENDATIONS: PEDAGOGICAL IMPLICATIONS 
The curriculum and institution goals must give attention to the communicative use of 
language. They must conduct teacher training programs to assist their inexperienced 
teachers with different innovative teaching practices. Equal importance must be given 
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to every skill of the language. Such incentives must be created which lead learners' 
production and development of the target language.  
 
The communicative instruction must be introduced in a guided and controlled manner. 
They must ensure students confidence in the administration of new and experimenting 
teaching practices. The danger of using activity based approach is that it might 
overrule form with meaning. Both form and meaning help learners to improve 
fluency, accuracy and complexity of a language. It must be undertaken with a proper 
guidance and training which can help learners to overcome their inhibitions. A teacher 
must appreciate group or pair work among students which not only facilitates 
opportunities of negotiation but also develops a positive attitude towards a shared 
environment of learning. 
 
Learning a second language first by listening and then learning to speak followed by 
reading and writing skills tends to produce better results. The effective strategies to 
promote active participation of students thereby leading a student-centered class must 
be proposed. A teacher must not choose the development of a skill on the basis of 
associated learning but by integrated or focused learning.   
Chapterization: Following are the chapters of this study. 
 
1) Statement of Intent 
2) Review of Literature  
3) Methodology 
4) Data Analysis and Interpretation 
5) Result and Discussion 
6) Conclusion and Recommendations 
7) Bibliography 
 
 
 
 
 
 
Chapter 2 
Review of Literature 
 
 
 
 
 
 REVIEW OF LITERATURE 
 
2.1 INTRODUCTION 
In the history of English language teaching, teaching methods and approaches have 
always occupied a central place. Different methods have contributed to change and 
development. Different views have been expressed by the experts to define this 
change. The literature of language pedagogy has accommodated a series of language 
teaching methods and approaches where each one of them has succeeded the other. 
The ideas of innovators and scholars have not changed much but their perspectives 
have caused the paradigm to adopt that alteration. None of them is considered the best 
methodology. But there are some methods which have indicated a better way to teach 
a particular aspect or skill (Hall 2011). This noticeable progress has not occurred by 
itself. There are many factors responsible for it like changing geopolitical 
circumstances, social attitudes, values and lastly the major shifts in theories of 
language learning in Linguistics. That is why, the call for a change is revolutionary. 
The historical perspective was marked by a significant foundation in language 
teaching methods during twentieth century. The literature has presented discussion on 
contemporary methods. It has shown changes in language teaching methods which 
recognized learners proficiency needs, learner-oriented techniques in a language 
classroom, changes in theories of the nature of language and of language learning etc. 
In this study, they are presented in the light of different methods and approaches 
(Richards and Rodgers 2001). 
The decline of Latin and exposure of different vernacular languages in the nineteenth 
century have felt the need to introduce the grammar translation method in the 
spectrum of foreign or second language teaching methods. Richards and Rodgers 
have stated in their work Approaches and Methods in Language Teaching published 
by Cambridge University Press in 2001, that the grammar translation method never 
considered speaking the target language as a goal. With this in effect, it was not 
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considered as a skill to be taught. In this method the oral practice was understood 
only to the extent of reading aloud the translated sentences by students in a class (4).  
 
In the mid and late nineteenth century various innovators have proposed individually 
their methods in different European countries. They emerged known as a reform 
movement altogether where the child language learning was considered as a model. 
Various opportunities for communication arose. This brought attention to oral 
proficiency in foreign languages (2001). 
 
These individual language specialists were influential in reflecting the change in the 
aura. The English T. Prendergast and Freudman F. Gouin were known reformers who 
set the motion but they have not been developed in a proper organizational structure 
of language teaching profession for example journals, conferences, workshops etc. 
which could instigate an educational movement. It has to be initiated by some 
"reform-minded" (9) teachers, educators and scholars who could bring the need of 
new approaches in language teaching profession (7-8).  
 
During the Reform Movement in 1880s linguists have played a significant role. 
Henry Sweet in England, William Viёtor in Germany, and Paul Passy in France (qtd. 
in Richards and Rodgers 2001: 9) put forth that the "speech, rather than the written 
word, was the primary form of language" (9). They have emphasized speech 
processes and led the foundation of International Phonetic Association in 1886 and 
International Phonetic Alphabet (IPA). This has resulted with a sense of 
improvisation in the teaching of modern languages. In the late nineteenth century 
Viёtor, Sweet and other reformers presented some major principles who shared a 
common ground of explanation: 
1) The spoken language must be given primacy in the teaching of oral based 
methodology. 
2) The science of language, Phonetics must be introduced in the teaching and 
teacher training. 
3) A language must be learnt first by hearing and then made to learn and write. 
Instead of usage, the use of words in sentences and sentences in context must be 
presented. 
4) The grammar must be taught inductively.  
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5) The use of L1 must be avoided but only to the extent of understanding and 
checking comprehension. 
 
The methods and approaches which have appeared in reaction to the grammar 
translation method aimed to focus on some basic assumptions. They give preference 
to the spoken language, use of language in context, an inductive approach to teach 
grammar and discouragement of translation as stated by Saraswati in her work 
English Language Teaching: Principles and Practice published by Orient Longman 
Pvt. Limited in 2004. These principles were supported by direct method, oral 
approach, audio-lingual method, structural approach and communicative approach.  
 
Richards and Rodgers (2001) declared that the reformers have now started focusing 
on naturalistic principles of language learning which gave rise to direct method. 
Among the reformers of natural method, L. Sauveur used oral interaction in the target 
language. He used questions as teaching strategy which presented a way of eliciting 
the language. According to the German scholar F. Franke a language is best learnt 
through its direct and spontaneous use where learners can induce rules of grammar. It 
not only opposed the use of L1 and translation but also brought a shift from literacy 
language to the language of everyday life. It has promoted the development of oral 
communication skills (11).   
 
The structural approach was termed as an eclectic approach by Saraswati in his book 
English Language Teaching: Principles and Practice published by Orient Longman 
Pvt. Limited in 2004, because it has certain facets which shared commonality with the 
principles of direct method, oral or situational approach and audiolingualism.In 1950s 
two eminent applied linguists Harold Palmer, A.S. Hornby and other British linguists 
certified oral approach to teach English language in Britain. It was recognized as the 
standard methodology to be used in textbooks which gave emphasize learning to 
happen first by oral representation then proceed with its written form and exposure of 
the target language (Richards and Rodgers 2001). The teaching of a language in 
situations has given birth to a new term, that is, situational or structural-situational 
approach. Hornby has himself entitled the term situational approach in one of the 
popular series of articles published by ELT which define that any language item, no 
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matter whether it is a word or structure must not be learnt in isolation rather than in 
meaningful context and situation (14). 
 
According to Richards and Rodgers 2001 the theory of language of the situational 
approach has conceptualized the tenets of British 'structuralism' that "Speech was 
regarded as the basis of language, and structure was viewed as being at the heart of 
speaking ability" (40, 40). They worked on the notion of 'situations' as opposed to the 
American theory. One of the most significant proponents of the oral approach was the 
Australian George Pittman who has recommended a set of situation-based teaching 
materials. Pittman has defined situation that "the use of concrete objects, pictures, 
and realia, which together with actions and gestures can be used to demonstrate the 
meanings of new language items" (43). Later on, the terminology of this approach 
was commonly recognized as Structural-Situational Approach or Situational 
Language Teaching (SLT) or Structural-Situational and Oral Approach (S-O-S) (39). 
With the advent of situational language teaching (SLT) it has made the functional 
aspect of language dominant. The British linguists have shown that there is a close 
relationship between the structure, the context and their situation where language 
exhibits a meaning. It has called upon the attention of teaching grammar inductively 
because “If we give the meaning of a new word, either by translation into the home 
language or by an equivalent in the same language, as soon as we introduce it, we 
weaken the impression which the word makes on the mind” (qtd. in Richards and 
Rodgers 2001: 41). This perspective has helped learners to apply language outside the 
classroom. It has presented the hierarchy of teaching skills in the reverse order 
listening, speaking, reading and writing (LSRW) (43-6). 
 
The term audiolingualism is proposed by Nelson Brook in 1964 (Saraswati 67). The 
government of U.S.A. propagated the idea and many training programs like the Army 
Specialized Training Programme (ASTP) flourished (Nagraj 1996). As a result fifty 
five American universities adopted the aural-oral approach which has laid emphasis 
on the aural training first then pronunciation training followed by the teaching of 
speaking, reading and in the end writing skill. Due this the linguists at Michigan and 
other universities called it by different names: oral approach, aural-oral approach and 
structural approach (Richards and Rodgers 2001). 
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The theory of language of the audio-lingual method has flourished with structural 
linguistics. It has advocated by one of its important principles that the oral 
representation must have priority over the written form of a language and that speech 
is considered as a language (54-5). The American linguist, William Moulton reported 
in the 9th International Congress of Linguists that the linguistic tenets of a language 
are then grounded where "Language is speech, not writing . . . . A language is a set of 
habits . . . . Teach the language, not about the language . . . . A language is what its 
native speakers say, not what someone thinks ought to say . . . . Languages are 
different" (qtd. in Richards and Rodgers 2001: 55). 
 
This objective has propagated the importance to oral skills especially in the early 
stages of learning a foreign or second language. The oral proficiency deals with the 
accurate pronunciation and spontaneous response in a learning speech situation. The 
teaching of listening comprehension, pronunciation training and teaching of grammar 
and vocabulary directed to develop oral skills. Reading and writing are regarded 
secondary skills to learn because it was believed that the (2001).  
 
2.2 CURRENT COMMUNICATIVE APPROACHES 
According to Richards and Rodgers 2001 all the modern approaches and methods of 
language teaching have seen a drastic shift of paradigm which focused on 
communicative methodologies. They intend to implement learner-based techniques 
and procedures which correspond them towards meaning-based approaches (151).The 
communicative language teaching (CLT) is defined as an umbrella term by Nagraj. 
The beginning of twentieth century is marked with some major paradigm shifts such 
as development of pedagogy from form based to meaning based, preference of a 
widely accepted eclectic approach rather than following a rigid method, inclination 
towards learner-oriented practices instead of teacher-centeredness in a class. All these 
are mentioned under the broad term known as communicative approach (Nagraj 41). 
 
Communicative language teaching (CLT) has its own remarkable history in the 
literature of second language pedagogy. It has stood apart from all other methods and 
approaches because it has emphasized the social nature of language and interaction. It 
was proved with the arrival of CLT that speaking fluently also help learners to learn 
grammar and vocabulary with a bit of pronunciation in a natural way. In the book 
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Literacy and Language Teaching written by Richard Kern published by Oxford 
University Press 2000 is notified that the British linguist Michael Halliday and 
American sociologist Dell Hymes have overthrown the old tradition of understanding 
a language through individual sentences. Halliday has pointed out texts instead of 
sentences as the basic unit for any linguistic analysis. In support of this, Hymes has 
coined a term communicative competence which is one of the goals of 
communicative language teaching. It is defined as when a speaker is known for being 
competent communicatively in a speech community (19). 
 
This concept has altered prominence from grammatical well-formedness to the 
"appropriateness" of language use in social contexts. Hymes has indicated that 
without the rules of usage that is grammar the rules of use which is communicative 
function has no existence. It has gained popularity in many theories of linguistics, 
language teaching and learning etc. Such contributions of Hymes and Halliday are 
signified in the developmental stage of CLT. Thus, during 1970s and 1980s, language 
educators, scholars, linguists and ELT specialists have started to promote language 
use instead of language usage, language as communication instead of language as a 
code and spoken communication rather that written communication (Kern 2000). 
The scholars who propagated this view were Christopher Candlin and Henry 
Widdowson followed by the works of John Firth, M.A.K. Halliday in British 
Functional Linguistics, works of Dell Hymes, John Gumperz, and William Labov in 
sociolinguistics and works in philosophy by John Austin and John Searle. All of these 
are recognized as important figures who have contributed in the development of CLT. 
The proposal of a functional or communicative definition of language is given by 
Wilkins which has made significant impact. It has formed a basis in the designing 
communicative syllabuses for language teaching. As such this contribution is 
considered an "analysis of the communicative meanings that a language learner 
needs to understand and express" (154). He introduced two systems of meanings 
notional and communicative function categories. He revised his document in the form 
of a book named “Notional syllabuses” (154). The work of the Council of Europe, 
the writings of Wilkins, Widdowson, Candlin, Christoper Brumfit, Keith Johnson and 
other British applied linguists gave theoretical background to CLT (Richards and 
Rodgers 2001). 
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CLT is considered as an approach not as a method. Richards and Rodgers 2001 have 
compiled together the following as its principles:  
1) Learners must communicate to learn a language. 
2) The authentic and meaningful communication must be considered the goal of 
classroom activities.  
3) Fluency must be attained by learners to improve oral skills.  
4) The learning of communication skills must involve integration of different 
language skills.  
5) The learning of a second or foreign language must be considered a process of 
constructing creatively that involves trial and error method (172).  
It is divided into three phases. The first phase is denoted by CLT innovations which 
have greatly influenced the need to develop a syllabus with communicative 
competence as one of its aim. The second phase is dominated by procedures which 
identify learners' needs that concentrate on needs analysis as its essential component. 
In the third phase CLT innovations are meant for the communicative classroom 
activities. Johnson and Johnson have mentioned five characteristics of communicative 
methodology which are appropriateness, message focus, psycholinguistic processing, 
risk taking and free practice (2001).  
The following are some of the theories given by famous scholars who have strengthen 
the grounds of CLT (Richards and Rodgers 2001). They are: 
1) Hymes's theory of communicative competence. 
2) The seven basic functions of a language have been given by Halliday. 
3) The relationship of the linguistic systems and their communicative values in 
text and discourse has been given by Henry Widdowson. 
4) Canale and Swain have given the four dimensions of communicative 
competence: grammatical, sociolinguistic, discourse and strategic which have 
equally importance for a competent speaker.  
 
Cooperative Language Teaching is also considered among one of the communicative 
approaches to teach second or foreign language teaching (Richards and Rodgers 
2001). It is a part of collaborative approach which has incorporated the maximum 
exposure of learners through cooperative activities that involve pair and group work. 
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Particularly this approach like others has promulgated communicative interactions 
which have foreseen its principles as an extension of communicative language 
teaching. The main objective is to develop language skills through the efficacy of 
communicative functions. It is regarded a learner based approach which encourage 
communicative competence of learners socially and pedagogically. 
 
Besides this, it has helped its learners to foster critical thinking skills which not only 
increases the scope of communication but also helps to build a sense of positive 
attitude towards language learning. The basic mode of learning in this approach is 
undertaken through activities which could help their interaction, cooperation and 
participation to form. Basically, "Cooperation is working together to accomplish 
shared goals. Within cooperative situations, individuals seek outcomes beneficial to 
themselves and all other group members. Cooperative learning is the instructional 
use of small groups through which students work together to maximize their own and 
each other's learning" (qtd. in Richards and Rodgers 2001: 195).  
 
The task based language teaching is identified as a more recent teaching methodology 
in Richard's work known as Methodology in Language Teaching: An Anthology in 
Current Practice published by Cambridge University Press in 2002. It is pointed out 
by Richards and Rodgers 2001 that the task based approach is a strong version of 
CLT because some of its proponents have seen a few of its principles as an extension: 
 A successful language learning must be undertaken through the activities 
which involve real world communication. 
 Those activities must be facilitated that promote learning through meaningful 
tasks. 
 Such activities must be preferred at the expense of language learning. 
Its proponents have suggested with the help of second language acquisition research 
that learners involve in negotiation of meaning which spurs successful language 
learning. It has formed the basis of language teaching curriculum. 
That is why, the early applications of task based approach are confined within 
communicative framework of language teaching. These are Malaysian 
Communicational Syllabus and Bangalore Project. Both of them were short lived due 
to some inadequacies which later on looked upon by remedial actions. The task based 
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approach has gained great impetus in the field of second language pedagogy and 
research. It is referred to an approach that has distinguished tasks as an integral unit 
of planning and instruction. Tasks are visualized as 'useful vehicles' (223) that 
promote negotiation of meaning and communicative functions of forms for a 
successful language learning (Richards and Rodgers 2001). 
One of the biggest unavoidable challenges of ESL learners is to maintain their interest 
and induce motivation throughout the learning of a second language. It can be done 
by the authenticity of tasks. The author, Oura has discussed it in his paper "Authentic 
Task based Materials: Bringing Real World into the Classroom" in Sophia Junior 
College Faculty Bulletin 21 in 2001 that authenticity is regarded an important aspect 
in language learning. It has provided descriptively better understanding of what are 
meant by authentic materials and how they have been approached by their users. The 
writer also has suggested some classroom based activities which help in inducing 
cultural aspect using cultural objects which is considered to have a direct and 
effective use of language. Some listening activities which encourage real world 
listening through technology and interactive simulations have discussed. Thus the 
history of language teaching methods and approaches review principles which follow 
one or the other way of practicing language but before activating them in a language 
classroom their efficacy must have been researched at different levels so that it could 
become easier to implement and practice.  
 
2.3 EMERGING INTEREST OF TASKS: The emerging role of tasks has 
perceived attention by some researchers of second language acquisition who have 
shown interest in developing pedagogical applications in second language theory. In 
the mid 1980s tasks are used as potential building blocks by the researchers, 
evaluators and language specialists in SLA research. There was reassessment by SLA 
researchers and it has been proved that engaging learners in a task work has an 
advantage of activating such learning processes than in form focused activities. This 
noticed and provided profound opportunities for language learning development 
(2003). 
 
According to Richards and Rodgers 2001, the key assumptions of task based 
instruction have been listed by Feez:  
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1) The focus is on process rather than product.  
2) Basic elements are purposeful activities and tasks that emphasize 
communication and meaning.  
3) Learners learn language by interacting . . . [and] engaged in the activities and 
tasks.  
4) Activities and tasks can be either: . . . [real tasks and pedagogic tasks].  
5) Activities and tasks of a task-based syllabus are sequenced according to 
difficulty.  
6) The difficulty of a task depends on . . . [various] factors . . . [like] previous 
experience of the learner, the complexity of the task, the language required to 
undertake the task, and the degree of support available (qtd. in Richards and Rodgers 
2001: 224). 
2.4 DESCRIBING A TASK: It has always been difficult to define a task. The recent 
research in SLA has stated that tasks are recognized as pedagogical tools in SLA 
research and language pedagogy. TBLT has presented the notion of task by varied 
explanations that have language related meaning and non-language meaning also.  
Literally, there is no literature which can address precisely what must be constituted 
in a task framework. It is described by different definitions, resulting definitions, 
counter definitions and yet have not resulted in an accurate explanation of a task. The 
following review has addressed different definitions of famous scholars who consider 
using language to be an actual goal or aim of a task such as finding a solution of a 
puzzle, giving directions in a map, attending a telephone call, writing a letter, 
following a set instructions to rearrange etc: 
1.Breen (1989) 
A task is 'a structured plan for the provision of opportunities for the 
refinement of knowledge and capabilities entailed in a new language and its 
use during communication'. Breen specifically states that a 'task' can be 'a 
brief practice exercise' or 'a more complex workplan that requires spontaneous 
communication of meaning'.  
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2. Long (1985) 
A task is 'a piece of work undertaken for oneself or for others, freely or for 
some reward. Thus, examples of tasks include painting a fence, . . . borrowing 
a library book, . . . "task" is meant the hundred and one things people do in 
everyday life, at work, at play and in between. "Tasks" are the things people 
will tell you they do if you ask them and they are not applied linguists'. 
3. Richards, Platt, and Weber (1985) 
A task is 'an activity or action which is carried out as the result of processing 
or understanding language, i.e. as a response. For example, drawing a map 
while listening to a tape, and listening to an instruction and performing a 
command, may be referred to as tasks. Tasks may or may not involve the 
production of language. A task usually requires the teacher to specify what 
will be regarded as successful completion of the task. The use of a variety of 
different kinds of tasks in language teaching is said to make teaching more 
communicative . . . since it provides a purpose for classroom activity which 
goes beyond practice of language for its own sake'. 
4.Crookes (1986) 
A task is 'a piece of work or an activity, usually with a specified objective, 
undertaken as part of an educational course, at work, or used to elicit data for 
research'. 
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5. Prabhu (1987) 
A task is 'an activity which required learners to arrive at an outcome from 
given information through some process of thought, and which allowed 
teachers to control and regulate that process'. 
6. Nunan (1989) 
A communicative task is 'apiece of classroom work which involves learners in 
comprehending, manipulating, producing, or interacting in the target language 
while their attention is principally focused on meaning rather than form. The 
task should also have a sense of completeness, being able to stand alone as a 
communicative act in its own right'. 
7. Skehan (1996a)  
A task is 'an activity in which: meaning is primary; there is some sort of 
relationship to the real world; task completion has some priority; and the 
assessment of task performance is in terms of task outcome'. 
8. Lee (2000) 
A task is '(1) a classroom activity or exercise that has: (a) an objective 
obtainable only by the interaction among participants, (b) a mechanism for 
structuring and sequencing interaction, and (c) a focus on meaning exchange; 
(2) a language learning endeavor that requires learners to comprehend, 
manipulate, and/or produce the target language as they perform some set of 
workplans'. 
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9.  Bygate, Skehan, and Swain (2001) 
'A task is an activity which requires learners to use language, with emphasis 
on meaning, to attain an objective' (qtd. in Ellis 2003: 4-5). 
With the help of above definitions Ellis in his book Task-based Language Learning 
and Teaching published by Oxford University Press in 2003 has categorized them 
into seven dimensions. Although they have directed to the ultimate goal but the 
purpose remain different. That is why they have been appeared to be contrasting with 
each other. The following are the dimensions: scope, perspective, authenticity, 
language skills, cognitive processes involved in task performance and the outcome of 
a task. 
1) Scope: The descriptions of a task which has been intended to focus on the 
scope is mentioned below. Long has given  'tasks that require language, for example, 
making airline reservation, and tasks that can be performed without using language, 
for example, painting a fence' (2). This has been considered to present a broader 
scope as compared to the one which have been defined by Richard, Platt and Weber 
(1989) and Nunan (1989) (qtd. in Ellis 2003: 2). They have been combated on one 
definition that has been stated 'task as an activity that necessarily involves language'. 
But Crookes (1986 qtd. in Ellis 2003: 2) mentioned tasks as 'language-free activities' 
(2, 2) whereas Ellis (2003) has restricted them in the completion of language goal 
successfully. 
This dimension is also helpful in tracing out the distinction between task, activity and 
exercise. Some of the scholars like Long (1985), Richards, Platt, and Weber (1985), 
Nunan (1989), and Skehan (1996a) (qtd. in Ellis 2003: 3) have restricted 'use' with 
activities where meaning is regarded central. But Breen has incorporated the broader 
version to describe any form of language activity that may also include exercises. As 
defined by Ellis (2003) who has preferred the narrow one: "'Tasks' are activities that 
call for primarily meaning-focused language use. In contrast, 'exercises' are activities 
that call for primarily form-focused language use" (3). Thus, the purpose of a task 
and an exercise is not different than learning a language only the basic difference is 
how to achieve the objective. 
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With a contrastive view, Widdowson has submitted his recommendation that it is not 
justified to consider form and meaning as its distinguishing feature rather the kind of 
meaning applied to fulfill the purpose. In other words, a task is focused to attain 
pragmatic meaning whereas an exercise with semantic meaning. A task is employed 
by its learners who have acted upon as 'language users' because they have noticed to 
undergo through same kinds of communicative processes which exhibited in real 
world communication. As opposed to it is an exercise that require its participants to 
perform like 'learners' (Ellis 2003: 3, 3) 
It is evident that the learning is incidental when learners are engaged in tasks and act 
upon it like language users. A task has always orbited to deliver a message and tends 
to give peripheral focus on the usage in deciding what forms have to be used. From 
language user they can swap over to learners temporarily but an exercise is 
conditioned for intentional learning where they have to adopt the role of language 
learners (Ellis 2003). 
 
2) Perspective: The dimension of perspective is seen one from a language 
designer's point of view that is task-as-work plan and the other from participant's 
point of view which is task-as-process. Most of the scholars have given their 
definitions which relate to the former perspective. Both the views of this perspective 
have noticed to go simultaneously only occasionally. As declared by Ellis 2003 which 
follows Breen's terminology that a workplan has something that engages a learner in 
the meaning-focused language use. It may or may not result in accomplishing the task 
successfully (5). 
According to Bachman and Palmer (1996 qtd. in Ellis 2003: 5) have pointed out that 
the rubric or instructions that are essential segment of the task-as-workplan. They are 
presented to indicate the purpose of a task that is outcome and the means to achieve 
it. To this Lee has called upon ̒a mechanism for structuring and sequencing 
interaction̕ (qtd. in Ellis 2003: 6). As such the rubrics of a task has identified to locate 
a context where participants are supposed to operate like language users. 
 
3) Authenticity: This dimension is concerned with whether a task can be associated 
with the real-world activities. Long mentioned the authenticity, as a remarkable 
feature of any task like filling forms, painting a fence etc. Some of the tasks are not 
associated with the real world but still are connected indirectly. They have been used 
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both by researchers and educators known as pedagogical tasks such as describing a 
picture to draw and telling a story etc (2003).  
 
4) Language Skill: Most of the definitions are not addressed with the linguistic 
aspect of a language. Long proclaimed that it has dual nature which implies that oral 
or written like making an airline reservation, writing a cheque etc. Bygate et al (qtd. 
in Ellis 2003: 6) have also explained that a task can be in the form of written or oral 
depending upon its desired objective to fulfill. Richards, Platt, and Weber (1985 qtd. 
in Ellis 2003: 6) stated that a task may or may not be involved in the production of 
language for example listening while drawing a map. But the literature on tasks (for 
e.g. Ur 1981; Klippel 1984; Day 1986; Crookes and Gass 1993a and 1993b; Bygate, 
Skehan, and Swain 2001 qtd in Ellis 2003: 6-7) have represented to bring focus on the 
oral skills of learners especially speaking. 
 
5) Cognitive Processes: Different processes are involved as per the definitions given 
by different scholars. Richards, Platt, and Weber (1985 qtd. in Ellis 2003: 7) have 
referred processing and understanding language whereas Nunan pointed out 
comprehension, manipulation, production and interaction as the significant processes 
in a language learning. Prabhu have talked about the cognitive processes that result in 
reasoning used to connect pieces of information, deducing new information and 
evaluating new information but not other than these (2003). 
 
6) Outcomes: Depending on the outcomes, a task can be a narrative based like a 
narrative task or some tasks specified with their objectives where an outcome can be 
judged on the account to achieve it or not such as a task with the objective to spot the 
differences. It is important to distinguish between an aim and outcome of a task. 
Outcome is referred to something which learners achieve after the completion of a 
task where as the aim is defined as a pedagogical goal/purpose of a task. It is 
remarkable to achieve an outcome without the aim of a task. For example learners in 
a spot-the-difference task identified differences merely by showing pictures without 
using language inputs. Secondly it is important always to achieve outcome but the 
means to achieve is indeed useful to undertake cognitive and linguistic processes in 
language learning (2003).  
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In the end Bygate, Skehan, and Swain (2001 qtd. in Ellis 2003: 9) have mentioned 
that tasks have always differed for the sake of doing a task. It is more dependant 
totally on a person who has designed it and the purposes for which it is used. For 
example if the purpose is testing, then the definition which has to be considered, 
according to them, is: "A task is an activity which requires learners to use language, 
with the emphasis on meaning, to attain an objective, and which is chosen so that it is 
most likely to provide information for learners and teachers which will help them in 
their own learning" (Ellis 2003: 9).   
 
Irrespective of their use Ellis 2003, and Samuda and Bygate 2008 have given a 
generalized description of a task as its essential features. They have regarded as the 
bare essentials and discussed below: 
2.5 CRITERIAL PROPERTIES OF A TASK 
1) A task as a workplan: According to Ellis 2003, a workplan is referred to as 
the intentions explicitly meant for a teacher to indicate how to execute. It does not 
include the activities in which the students are engaged into. It implies that a task 
pedagogically may not be executed how it has been intended when put to practice. 
 
2) A task involves primary focus on meaning: Ellis has stated that it is 
required by learners to get engaged in using language pragmatically to develop L2 
proficiency through communication such as focusing on information and reasoning 
gap tasks which are helpful for them to choose linguistic and non-linguistic resources 
in order to complete the task. This has nothing to do with a workplan nor it is stated 
in it. Thus citing Kumaravadivela, he has indicated that how the content is used by 
the teacher and students in a language class (2003). 
 
3) A task involves real world processes of language use: Learning a second 
language naturally has been more productive. To provide learners with real world 
situations like filling a form, inquiring a receptionists expose them real to world 
communication because they can learn more easily.  
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4) A task may or may not integrate any of the four language skills: A task 
can focus at any of the four skills or any aspect like pronunciation which has 
indirectly or directly facilitated the skill. The teacher or the task designer or learners 
to some extent must be clear which skill or aspect they are involved with. 
 
5) A task has been responsible to bring cognitive processes in action: The 
learners are engaged with processes like selecting, classifying, ordering, reasoning, 
evaluating information to complete a task. It influences many forms of language 
which they might have chosen in the setting of a task (Ellis 2003). 
 
6) A task has a clearly defined communicative outcome: Ellis has focused on 
the non-linguistic outcome of a task which serves as a means to determine the 
completion of a task by participants (2008). 
Exploring the above six parameters of Ellis's definition, Samuda and bygate 2008 
have highlighted some challenges and issues in defining what actually a pedagogical 
task constitutes of. They have offered modifications in some of its properties. 
According to them, despite of focusing on task-as-workplan both dimensions that is 
task-as-workplan and task-in-process must be taken care of. To understand a task, it is 
important to explore how learners have reacted upon, employed their tasks, and how 
they have brought alterations to reinterpret a workplan by themselves. It has then 
identified as a holistic type of pedagogical activity (66). 
Talking about cognitive processes, this feature has entailed two meanings. One that is 
using a language has always involved with some kind of cognitive activity. It has also 
associated with a problem solving activity. Although most of the tasks in second 
language pedagogy are problem oriented or solution based. It must be clear whether it 
is problem solving or problem posing. Referring to Bereiter and Scardamalia on 
problem solving ". . . . goal-directed activity in which a path to the goal is not known 
in advance and has to be discovered" (qtd. in Samuda and Bygate 2008: 67). It has 
suggested that a problem oriented dimension is not intrinsic to any specific task. It 
has always exhibited a relationship between a task and the knowledge that has 
defined the goals of learners. Sticking to this, they have reformed it with richer 
conceptualization which, according to them, can work with most of the task: "a task 
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is used to create some challenge aimed at promoting language development" (2008: 
67). 
Ellis has given significance to a meaningful outcome but the concept of a 
communicative outcome is always problematic. Samuda and Bygate 2008 have 
confused with this conceptualization and stated that "how [this] clear is 'clear' and 
who decides? . . . what counts as a 'communicative outcome'? Is a number, a 
communicative outcome? Or a diagram? Or a performance? Or a report? Or a cake? 
A piece of music? Or poster?". To resolve such queries, they have presented and re-
phrased this criterial parameter: 'an explicit non-linguistic outcome, that is a language 
(and/or semiotically) mediated outcome that is not in itself a language focus' (2008: 
68, 68). It means that a non-linguistic outcome have to be pragmatically determined 
for example laughter, the communication of information, a poem, list, brochure etc. 
Otherwise it has well defined that a task never remained confined to one outcome. 
Samuda and Bygate 2008 have offered some of the general features of a task which 
are mentioned below: 
1) Holistic nature: Learners have choice to use relevant meaning, phonology, 
grammar, vocabulary and discourse structures to complete a task. That is why it is 
regarded holistic in nature which employs either way to assess different aspects of a 
language like grammar, phonology, vocabulary and discourse at a time depending 
upon learner's knowledge.  
 
2) One or more meaningful outcomes: It is considered a dynamic feature of 
any task that has one or more meaningful outcomes. In a task if one outcome is 
central others are achieved indirectly. 
 
3) Input Material: A task cannot exist if it does not hold any input material. 
They are preferred part and parcel for a task. These inputs are represented with a task 
in any form such as pictorial stimulus and verbal stimulus. If there existsa change in 
an input material, the procedures that students follow or the target outcome or both 
has to be changed. Even instructions are part of input materials. Following 
instructions learners get engaged in a process like to plan and organize, to share 
information, to evaluate, agree or disagree etc. These are referred as task processes. 
Both product (target outcome) and processes are likely to achieve an outcome. 
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4) Phases of a task: This feature is seen from two perspectives task-as-work 
plan and task-in-process. In task-as-workplan, the phasing of a task is known as 
breaking down of the entire task into interlocking steps so that it can be managed 
easily. These phases are marked by different processes like an exchange and pooling 
of opinions, ideas and browsing for information etc. depending upon the phase. 
According to a task-in-process perspective, a task is framed by the learners' strategies 
used at different levels or stages in an activity like a phase of pooling, checking and 
exchanging preliminary ideas followed by the succeeding phase such as 
reorganization and reworking on those ideas etc. These phases may or may not 
correspond to the one designed in a work plan because task-in-process is phased 
according to the learners' needs. Thus phasing is essential for both elements of the 
work plan and processes involved to get it accomplished separately. The different 
phases of a task have served different functions that give rise to a wide range of 
exchanges and talks. Besides such categorization according to Hernández 2006 has 
declared that a task must be presented in the form of pre-task, while task, and post-
task at least for better results.  
 
5) Knowledge Awareness: It is important to determine pedagogically different 
aspects of the language being targeted whether in terms of product or process.  The 
research has granted this issue significantly. The literature of second language 
pedagogy has presented this aspect to be helpful in developing a design and use of a 
repertoire of tasks. When the scope of a particular task is concerned it is of great 
assistance to students which provide relevant feedback and thus contribute to the 
development and research. 
 
6) Conditions: Conditions is an important factor for pedagogical exploitation. It 
is meant for the use and manipulation of external pressures such as time pressure, the 
use of competition or collaboration or both. It also include atmosphere of the class, 
attitudes of the group members, proficiency level etc. in conditions. 
 
7) Uses: A unique feature of a task is that it can be used for different pedagogical 
purposes at different stages of learning. For example if a task is said to focus on the 
awareness of a language area it can be used to learn communicative strategies, how to 
work with peers, how to get inferred by their prior knowledge etc simultaneously.  
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One of the study entitled 'Characteristics of Successful Tasks Which Promote Oral 
Communication' by Hernández published in Camunicacion 15.001 in 2006 has 
explored and discussed comparison between the opinions of different specialists of 
ELT and a second year group of students learning oral communication course in the 
university of Costa Rica. This study has presented the findings of a research project. 
They were surveyed to know the characteristics of successful tasks. Along with the 
features of a task stated by Samuda and Bygate 2008 the writer has introduced that 
tasks are required to be executed in pairs and groups which can help them to use 
strategies communicatively. It must induce motivation among students so that 
learning can happen by their own. It must incorporate student's needs which have 
always helped them in accomplishing a task. The learners also react upon that they 
have learnt worth otherwise it may lead to distractions. 
 
 Excessive attention must be paid on feedback. It must be taken up by practitioners. It 
also helps them to direct their learners towards language learning development. The 
author has presented some of the oral communication tasks like jigsaw presentation, 
debate, circulation, graphic organizers which have been applied with the students and 
resulted in completion of tasks successfully. 
 
2.6 COMPONENTS OF A TASK 
Nunan (1989) has suggested that a task must have certain components. They are 
goals, input, activities, settings and roles of learners and teacher. Out of which goals, 
inputs and activities have believed to be three major components of tasks by Ellis 
2003.  
 
1) Task Goals: Goals depict general intentions lying behind any given 
communicative tasks or learning tasks. They may also be related to general outcomes 
(communicative, effective or cognitive) or describing directly teacher or learner 
behavior. According to Nunan's framework, a goal is understood as the purpose of a 
task. It is meant for develop students commutative competence including socio-
linguistic, discourse, grammatical and strategic competence. To design a task, the 
making of goals has its own importance before implementing it.  
 
Review of Literature 
 
Page | 52  
 
2) Input: Wright and Nunan (qtd. in Ellis 2003: 19) have identified input as a task 
component but Ellis himself has split this component into two inputs and conditions. 
According to the theories of second language acquisition while learning a modern 
language, learners must be exposed to a considerable amount of language input either 
in natural or artificial setting.  There are two different types of inputs: roughly tuned 
input and finally tuned input. The former is a form of language that has been slightly 
above the status of students' abilities. It is especially chosen for conscious learning 
and teaching in a communication classroom. The latter then is a language that is 
marked by students' level exactly.  
 
3) Activity: It is known in Nunan's terminology of task theory but has been termed 
differently by the all three scholars. Wright has defined it as an instructional question 
and Ellis 2003 has quoted that it may be referred to procedures are related to 
methodological options when researchers and educators implement tasks. Otherwise 
these procedures are dealt separately by Nunan as settings (1989).  
Originally activities are referred to the behavior of participants which undergo when 
they deal with input. The activity originates from input where learners are suppose to 
do something in its relation (Nunan 1989). This has been exemplified in a way that if 
participants perform interview they may be instructed to work in pairs as procedure 
but does not include it always in instructions. Such procedures exist independently of 
both input and conditions. That is why researchers explored the effects of various 
procedures in using a task on task performance (2003). 
 
4) Predicted Outcomes: Neither Wright nor Nunan have assumed it as component 
where as Ellis have said that tasks must bear clear and specified product outcome if 
needed to accomplish it successfully. It may be filling blanks in the task of 
completing forms. As opposed to it he has talked about process outcomes which 
allow participants to undertake certain cognitive processes that elicit a task. It is 
observed that it vary from person to person depending upon the context and learner. 
Also it has difficult to make assumptions to some extent. Infact, it is one of the goals 
of TBLT and also pedagogy that in the occurrence of inputs, conditions and 
procedures; outcomes have unreliably presented in a varied form. 
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5) Roles of learners and teacher: These may have also predicted according to a 
particular task and setting. The learners may adhere the roles of partners in a pair or 
group work but the role of a teacher is intended to change like that of facilitator, 
guide, mentor, advisor, monitor etc (1989).The following is the tabular representation 
which has been described by Ellis 2003 (21): 
 
Table 1: A Framework for Describing Task Components 
S.No Design Feature                 Description 
1) Goal The general purpose of the task, e.g. 
to practise the ability to describe objects 
concisely; to provide an opportunity for the 
use of relative clauses. 
2) Input The verbal or non-verbal information supplied 
by the task, e.g. pictures; a map; written text. 
3) Conditions The way in which the information is 
presented, or the way in which it is to be used, 
e.g. converging vs. diverging.  
4) Procedures The methodological procedures to be followed 
in performing the task, e.g. group vs. pair 
work; planning time vs. no planning time. 
5) Predicted outcomes: 
Product 
 
 
 
 
 
 
Process 
The 'product' that results from completing the 
task, e.g. a completed table; a route drawn in 
on a map; a list of differences between two 
pictures. The predicted product can be 'open', 
i.e. allow for several possibilities, or 'closed', 
i.e. allow for only one 'correct' solution. 
The linguistic and cognitive processes the task 
is hypothesized to generate. 
 
Table 1: A Framework for Describing Task Components 
Source: Task-based Language Learning and Teaching. Ellis. 2003: 21. 
2.7 TYPES OF TASK ACTIVITIES: TBLT has attempted to categorize different 
types of tasks into groups in a way that it becomes easy in designing and description. 
According to Richards and Rodgers 2001 the following categorization has been 
mentioned: 
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1) When a task is described from pedagogical perspective, Nunan 1989 has 
suggested two types of tasks in a syllabus. They are: 
a) Real world tasks: Such tasks are designed to practice or rehearse real world 
communication. For example role play, short conversation etc. 
b) Pedagogical tasks: Such tasks are developed from psycholinguistic basis in 
SLA theory and research but have no connection with real world tasks. For example 
listening to comprehend a text etc.  
 
2) Willis has proposed six task types created on the basis of the traditional 
knowledge hierarchies: 
a) Listing  
b) Ordering and sorting     
c) Comparing  
d) Problem solving  
e) Sharing personal experience  
f) Creative tasks  
 
3) Pica, Kanagy, and Faladun (qtd. in Richards and Rodgers 2001: 234) have 
organized another set of division regarding tasks on the basis of the form of 
interaction which always exists in the completion of a task. These are as follows:   
a) Jigsaw Tasks: Learners have to combine different pieces of information to 
channelize story or article to form a whole text. For example, three participants of a 
group have different sets of information with them. With the help of these parts of a 
text develop a full length short story. 
b) Information gap Tasks: In this task, one student in a group has one set of 
information and another student has of the same group has different set of 
information. They have to negotiate and find out whether they all have information in 
order to complete the activity.  
c) Problems Solving Tasks: Students have been given a problem with different 
possibilities to help them to arrive at a solution of the problem. There has been 
generally a single resolution of an outcome. 
d) Decision Making Tasks: Students have been given a situation where there 
are number of possible outcomes. They must have chosen one through negotiation 
and discussion. 
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e) Opinion Exchange Tasks: Learners have been engaged in discussion in such 
type of tasks and exchange their ideas by mutual sharing of information they hold to 
reach on one agreement.  
 
4) Richards and Rodgers 2001  have given another classification list of  tasks:  
a) One-way or two-way: The task which has been involved in one way 
exchange of information or a two way exchange.  
b) Convergent or divergent: The task that has been meant for students to 
achieve a common goal or several different goals.  
c) Collaborative or competitive: The task which has been focused by students 
to collaborate and carry a task in order to compete with each other within a 
framework of a task.  
d) Concrete or abstract language: The task which has been focused to make 
use of concrete or abstract language. 
f) Simple or complex processing: The task that has been required to work on 
relatively simple or complex cognitive processing of language development.  
g) Simple or complex language: The linguistic demands of such type of tasks 
have aimed to practice them which is intended to be relatively simple or complex.   
h) Reality based or non-reality based: The task which has been used in a 
language classroom to reflect a real world activity or if it has been a pedagogical 
activity that does not exist in the real world (234-5). 
 
2.8 BACKGROUND 
2.8.1 Grounds of TBLT in the Vocational Training Practices: The advocates of 
TBLT have discovered the idea of being a task later but it existed much earlier as a 
unit of curriculum planning. The vocational training practices in 1950s have first 
traced out its application. It has attained focus through training design which 
associated with military, new military technologies and occupational specialties of a 
task analysis which were likely to be solo psychomotor tasks. It is said to take place 
with a little communication where collaboration and cooperation has always been in 
focus. Such type of task based training has emphasized to bring attention on several 
key areas of concern like situations, description of tasks etc (2001). 
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Apart from this, there are academic tasks which have been of great importance in 
general education since early 1970s. In Richards and Rodgers 2001, academic tasks 
are said to overlook the following four important dimensions: 
1) The products which are pre-conditioned to be produced by students. 
2) Operations that require producing such product outcomes. 
3) The requirement of these cognitive operations and resources available for 
them. 
4) To involve accountability system. 
 
The early realizations of task-based approach are emerged as the Malaysian 
Communicative Syllabus and the Bangalore Project in the literature of language 
pedagogy (Richards and Rodgers 2001). They are discussed below. 
 
2.8.2 Malaysian Communicative Syllabus: When all the British linguists have 
inclined to the communicative approach like Wilkins, Widdowson, Candlin, and 
Christopher Brumfit etc (qtd. in Richards and Rodgers 2001) to find out the 
theoretical basis of CLT, different versions of a communicative syllabus were 
launched in the mid 1970s. This period has been marked as a new paradigm of 
language teaching. The Malaysian Communicational Syllabus is one of those British 
innovations. In 1980s, Malaysia has followed this syllabus over a period of ten years 
officially. It was considered as a instructional guide especially for the students of 
upper secondary schools. It has originally demanded training for 50 regional key 
personnel which assumed to train language teachers in two weeks. This syllabus is 
comprised of a detailed teaching kit, a handbook and textbook specifications which 
have developed and appreciated by a team of special teachers who designed tasks. It 
has been approved in the four series of commercial textbooks which published and 
circulated evidently throughout a year. It noticed in many evaluation studies but still 
has to face its decline.  
 
2.8.3 The Bangalore Project: Prabhu in his work Second Language Pedagogy 
published by Oxford University Press in 1987 has presented the Bangalore project 
which formed the basis of task based approach. It has a special significance because it 
has summarized with a different view of teaching. Prabhu in his project has 
investigated teaching English on a small number of primary and secondary classes in 
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Southern India. The duration of investigation in the project is of one and three years. 
It is executed by a group of interested teacher trainers and teachers of English 
regularly but as a part time activity. It was supported by the Regional Institute of 
English in Bangalore and the British Council in Madras who named it as 'Bangalore 
Project', the 'Bangalore-Madras Project or 'Procedural Syllabus Project' but presenters 
has referred it by 'Communicational Teaching Project'. 
In the context of the project, the grammatical competence and communication is 
emphasized. The former assumed to develop with the help of meaning focused 
activity and the latter believed to convey meaning. These goals were proposed 
through planned activities. One of the distinctive features of this project is that 
teaching and learning is not superimposed as opposed to the traditional language 
classes. It has instigated to generate language in a class which can help learners with 
meaning in the classroom. It has not pressurized the deliberate practice or 
development of grammatical competence (Prabhu 1987). 
 
The project is investigative in nature because it is aimed at examining the actual 
teaching and learning to take place. It assumed to develop a sustained teaching in 
actual classrooms which is referred to task based teaching. It has highlighted the 
development of this perception which tried to influence teaching in number of ways 
so that teaching and the perception move simultaneously. He has always welcomed 
criticism during his project which has resulted in its development and progress. It was 
examined by everyone who confront with those teachers and specialists in discussion 
in India. In other words, it is not meant to experiment task based methodology rather 
to develop across the country at the expense of its teachers, learners and curriculum. 
The main concern of the pedagogic proposal is the relevance of teaching situation. 
The typologies of teaching situation defined in this project are elementary, 
intermediate and advanced levels; young and adult learners. He assumed that any 
innovation intended to be real or specific is relevant in its own way. He has argued to 
present an idea or innovation with a wide range of such relevance where these 
typologies of teaching situation have its own importance (1987).  
 
A significant conflict has emerged while implementing it. The methodology adopted 
in this project has directed its teachers and learners playing games. The games are 
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meant for having fun while learning a second language. It has presented the idea of 
learning by playing which contrasted as opposed the norms of formal education. The 
formal or traditional education system always intended to focus on grammar and 
serious texts; and subject rather than language. This has presented a momentous 
change in pedagogy (Prabhu 1987). 
 
2.8.4 AN OVERVIEW OF STUDYING TASKS FROM DIFFERENT 
APPROACHES: There are certain approaches for researching second language 
pedagogic tasks. One is the focus of study and the other is research paradigm. Both 
have been theoretically grounded and derived from a classroom scenario or from 
other centers. The focus is achieved with an idea or categories or phenomenon which 
a researcher considers and ultimately gives shape to research paradigm (Samuda and 
Bygate 2008). There are three dimensions of task based research under which topic is 
selected by a researcher. They are categorized in the following way: 
1) Systemic vs Process 
2) Macro vs Micro 
3) Quantitative vs Qualitative  
2.9 TASKS IN SECOND LANGUAGE PEDAGOGY 
Tasks are used by course designers to create blueprints for the kinds of language used 
that have been meant for language development. Samuda and Bygate 2008 have 
quoted that a task has been looked upon as a key element in different instructions like 
CLT, LS and CBI. Later, the term 'task' turned out to be central in its emerging areas 
evidently. In language pedagogy the importance of task has been understood later by 
researchers, teachers, course designers and material designers that is why they have 
appeared in CLT, task supported language, task-referenced and task based language 
teaching. 
2.9.1 Tasks in Communicative Language Teaching (CLT): The use of holistic 
activity in a language classroom has been conceived with the emergence of CLT 
during mid 1970s in the UK, Europe and later in America. In contrast to the earlier 
humanistic and traditional approaches it has broken the paradigm of PPP 
(Presentation-Practice-Production) on the basis of providing a qualitative difference 
between the kinds of learning promoted within a class and the kinds of second 
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language learning that can happen through the exposure of target language in a class 
(Samuda and Bygate 2008). 
They talked about the emphasis given on communication by the advocates of CLT. 
The theoretical approach has given trigger to various principles of second language 
programs that has facilitated the reason for change in paradigm. Widdowson and 
Brumfit have been associated with this development. The concept of communicative 
activities has gained now popularity. The communicative activities are nothing but 
those techniques which emerged in a language class to engage learners' in 
communication (52). 
At that time the term 'task' was seldom used even by the proponents of CLT. 
Allwright has put effort and allowed communication to proceed with the teaching and 
learning processes of a target language. According to him, task is viewed as a level 
that a teacher expects from his students for example answering a question. Later on, 
Johnson has explored and came with a new concept of task related to language 
processing into materials and orientation for teaching. His view has been fuelled up 
by educationalists who have worked in the teaching of language for specific or 
academic purposes. Thus a crucial step headed by Johnson has resulted in the 
orientation of language materials which have demanded not only to focus an aspect 
but skills in an integrated way as well. 
It has observed that this concept has captured interest with researchers, teachers and 
methodologists for various reasons. For many it stood distinctively as a central 
pedagogical principle breaking out dissatisfaction aroused by CLT and inapplicability 
of CLT. From mid to late 1980s the concept of task-based has given potential benefits 
by Candlin. He has, in short, described its resultant associations with others areas like 
curriculum and syllabi; data, resources and processes of task-content and task-in-
action; goal-based and norm-referenced evaluation; role of teacher and learner during 
a task; classroom as a place of experimentation for language and language learning; 
and enhancing the understanding of second language acquisition and language 
learning undertaken by learner as social identity (Samuda and Bygate 57). 
CLT has fostered the use of language communicatively which has viewed it as the 
basic objective of this methodology. It has overviewed that learners function 
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interactionally and transactionally in the target language. CLT has adopted following 
different theories which have supported its objective. They are: 
a) Functional model of language  
b) A theory of communicative competences.  
c) Widdowson's terminology of 'use' and 'usage' 
Howatt, as referred by Ellis 2003, have presented its weak and strong version. The 
weaker version has identified by White as Type A approach which is analytic and 
interventionist in nature. It intended to aim on communicative competence and its 
components. The strong version has termed as Type B approach where learners have 
to practice language through communication. It has allowed learners to experience 
language of its own. Due to which it is considered as non-interventionist and holistic. 
This distinction brought task supported language teaching and task based language 
teaching with remarkable demarcation (28). 
2.9.2 Tasks in Content Based Instruction (CBI): Tasks have always been a leading 
organizing factor in content based instruction. They are widely used in CBI in second 
and foreign language teaching, programs which have been meant for marginalized 
students aiming for academic curriculum content in primary, and secondary schools, 
and post-secondary education. Not only this, they are of paramount importance in 
adult education particularly in immigrant and refugee programmes such as Australian 
Adult Migrant Education Program (AAMEP) (54) 
Samuda and Bygate 2008 have suggested CBI as a part-content and part-process. This 
implies that the content is organized by real world themes or topic that students are 
familiar with and tasks that they have engaged with. This has helped to develop a 
distinction between materials introduced with conceptual and thematic content of 
work and materials which have engaged learners in learning and communication 
process. This has created an advantage to curriculum process in two aspects: one in 
creating the teaching and learning processes and the other in rising motivational 
appeal of the curriculum. The following distinction has developed by Van Lier that 
has signified task based and content based education: 
Task-based and content-based teaching really go hand in hand, since a 
progression of tasks without some continuity or systematicity in terms of 
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content progression (or coherence) would lead to a very disjointed, 
ʹscattergunʹ syllabus. Conversely, content-based teaching in which little or no 
thought has been given to the design and sequencing of tasks will be a 
transmission, most likely in lecture or IRF form, of lesson material . . . 
Therefore, task and content should be seen as a unity (qtd. in Samuda and 
Bygate 2008: 55). 
2.10 EMERGENCE OF TASKS IN GENERAL LANGUAGE 
PURPOSE TEACHING  
Recently tasks have been announced as an umbrella term which referred to any 
context in which tasks have been used whether an occasional activity to fill a gap in a 
lesson plan or as a central medium of instruction. It is used widely especially when 
advertising English language teaching materials and proposals of setting objectives 
and plans of curriculum. This has created confusion in different areas and scepticism 
in teaching profession. Besides, it is observed to devalue tasks as a distinct pedagogic 
construct. The tasks are used either centrally or peripherally that is their applications 
are better understood by the approaches adopted in the use of tasks (57-8). 
2.10.1 Task-Supported Learning and Teaching: In this approach tasks are 
introduced in the syllabi and looked upon as key elements in learning cycle. They are 
considered essential units of curriculum that help in providing learning language 
opportunities. It is notified in syllabus but is not used for assessment purposes. As 
such teachers and learners exploit their use at different stages like language aims and 
objectives, support for briefing, on-line support and selective feedback (2008). 
The tasks used in syllabus have equated neutral like other syllabi of teaching 
approach. According to Kumaravedivelu with the advent of communicative 
movement it has brought appraisal of post method phase in language teaching. In 
other words, teachers are now observed to negotiate content, sequence and type of 
activity and use them with learners through different resources; CLT principles and 
learners have given attention rather to method, and teacher respectively. This has 
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implied that a task has emerged a resource where a range of tasks like a repertoire 
underpinned teachers in accordance to the needs analysis of learners (2008). 
According to Ellis 2003 this approach has been identified as a weak version of CLT 
which appeared to be a procedure similar to PPP methodological procedure. In this 
approach the language item is first presented with the help of examples or 
explanations then practiced in a controlled way. It has provided opportunities to use 
linguistic items at an expense of language production.  In the production stage tasks 
are drafted and employed (Ellis 2003). It is indicative that during the application of 
tasks in this approach a teacher has full liberty to choose an approach. It is stated that 
the flexibility in its use depends upon its objective, purpose, setting and context. The 
real distinction between task-based and task-supported indeed has explained a way of 
using tasks with the varied roles that it can be exempted to use with it (Samuda and 
Bygate 2008).  
One of the criticisms of PPP approach is that the tasks employed in the production 
stage observed to be grammar tasks. That is the target feature of a language to 
practice where learners have recognized to use strategic competence. One of the 
remedial action for the above mentioned criticism can be that they might have 
recommended to use the target feature only when performing a task. Yet it is said that 
it is incorrect to equate PPP by task-supported language teaching. In this case Brumfit 
has offered a way to re-arrange the three stages of PPP model like initiating with 
production followed by presentation and practice. Although the problem with 
language acquisition has observed but then it has declared by Ellis that a language 
curriculum cannot support both traditional and task-based together. They have to be 
undertaken separately (29-30).  
2.10.2 Task-Based Language Teaching: The term task-based language teaching and 
learning is referred to an instruction that considered task as a central unit for 
assessment, curriculum, syllabuses, etc. TBLT propagated by second language 
research has shown evidence that a task interaction has benefitted negotiation of 
meaning, feedback on output and also forms through various language opportunities 
(Samuda and Bygate 2008). 
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It is understood a strong version of CLT where tasks are perceived as basis of entire 
language curriculum. Stern has provided a comprehensive categorization of 
communicative tasks thereby choosing topics from learners background, personal or 
familiar experience, substantial subject which he has termed communicative exercises 
meaning tasks which are arranged in ascending order, causing last task to be farthest 
from real communication (Ellis 2003).  
A task-based curriculum integrates various processes involving specifications of what 
and how. In this approach the methodology has emphasized it to be a central tenet. A 
significant distinction is pointed out by Skehan in opting methodology and the design 
of syllabus. In order to design a task-based curriculum, decisions have to be made 
regarding the type of tasks and the order of task types to be used by learners. Then it 
has to be followed by selecting methodological procedures which indicate a 
procedure of executing a task. Skehan has offered the best way to implement a task is 
to divide its stages into three phases namely: pre-task, during task and post-task. On 
the other hand a task-based teaching has summarized teaching methodology under 
well known dichotomies that is fluency and accuracy, meaning and form etc. The 
framework of task methodology given by Ellis has simplified the description where 
procedures include methodology and input and condition include design (30-1). 
Inspite of being regarded as a unified approach, different scholars have adopted 
different approaches to use tasks in language pedagogy which have mentioned in like 
humanistic approach, procedural syllabus and process syllabus. 
2.11 RESEARCHING AREAS OF SECOND LANGUAGE 
PEDAGOGIC TASKS 
Samuda and Bygate 2008 have presented main findings of the research which have 
been undertaken in six main areas. The research in the respective thematic areas has 
reviewed major studies till date. The main themes in task research till date are as 
follows: 
1) Task Content: This area includes language focus of tasks and task phases. 
2) Impact of Elements of Task Design: It entails the impact of task complexity, 
discourse type and task structure. 
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3) Impact of Conditions of Implementation: This area focuses three aspects 
which are task familiarity, implementation effects and participant roles. 
4) Task dynamics: It includes research on negotiation of meaning, co-
construction and acquisition. 
The above mentioned researching areas are discussed below in detail. 
 
2.11.1Task content  
a) Language focus: The main point of concern for language teachers and learners 
especially in this area is to know the way a task can help in learning and teaching 
aspects of a language. Long 1996; Willis 1996; and Skehan 1998 (qtd. in Samuda and 
Bygate 2008: 99) have argued it to be a stage of a task cycle that has been principally 
contributed to engage in communicative processing. Whereas others like McDonough 
and Mackey have articulated it to be challenging if learners have exploited for the 
sake of interaction.  
 
It has appeared in various studies of researchers that it has not considered successful 
in driving processes into action but has given rise in some of them in a language focus 
of cycle. The studies like that of Van Patten has represented that if learners got 
inclined towards targeted grammatical structure in the context of communicative 
listening tasks, they are unable to complete a task. It is relatively easier in listening 
tasks rather than oral production tasks. Mackey has shown through evidence that the 
performance on a series of tasks as story completion, picture sequencing, picture 
differences and picture drawing that only these tasks types are intended to improve in 
learning different question forms. It has concluded that without any appropriate 
exploitation, learners have not recovered in their grammatical accuracy (102). 
 
 (b) Task Phases: Less attention and research has been reconciled. But Bygate is 
considered exceptional by Samuda and Bygate 2008 in this case. They have 
exemplified with his research that task phases are helpful for teachers and researchers 
to study speakers performance and the extent to which a learner has understood a task 
to perform. As such he has reported that the five tasks employed in his study differed 
in terms of phases arisen while implementing. He said picture stories have consisted 
of three phases namely description of each picture, sequencing the set of pictures, and 
lastly reviewing the sequence for rechecking (102-3). 
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It has observed that students in each phase remain engaged in different types of 
interaction such as question and answer sequence in first phase, and negotiation and 
sometimes checking moves both anticipated in last two phases. At times a fourth 
phase may have risen which is indicative of feedback where learners perform to retell 
the entire story either with their group or individually (Samuda and Bygate 2008). 
2.11.2 Impact of Elements of Task Design 
a) Complexity of task design: This area has been studied in terms of the nature of 
a task elements and their impact at the level of complexity. But still less work has 
been compiled and published. Brown and Yule; Brown et al (qtd. in Samuda and 
Bygate 2008: 104) have found the best way to distinguish tasks through the features 
of referential information that presented in a task. For example, a story based task 
which has two characters, one location performed with in one time frame is found to 
be less complex than one which has six characters, three location performed with two 
or more time frames.  
Robinson in his work has differentiated task complexity, task conditions and task 
difficulty to understand complexity of a task terminologically. Task complexity is 
said to get influenced by two cognitive dimensions. They are: 
i. The resources which direct the amount of information, here and now or distant in 
time and space including reasoning demands are known as resource-directing 
dimension. 
ii. The resources which show reduced pressure or planning, subtasks, and background 
knowledge that students are conditioned to bring in a class are known as resource-
depleting dimension. 
 
His study has proved that the resource-directing factor as mentioned influence 
learners' focus of attention and resources-depleting factor has observed impact on the 
amount of attention driven by learners. The task conditions have stated to include 
participation variables indicating open or close solutions, one way or two way, 
convergent or divergent purpose of participation used in a particular task. Secondly, 
the participant variables specified gender and familiarity of participants. Lastly a task 
difficulty is described how learners perceived a task. In the end his study has 
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identified as unclear one because it has notified to address distinct factors stating 
which factor has more importance than other (105). 
b) Discourse type: Foster and Skehan (1996), Skehan and Foster (1997) and 
Skehan (2001) (qtd. in Samuda and Bygate 2008: 107) have discussed that the nature 
of a task may have influence on the type of discourse used not wholly but partially. 
 
c) Task Structure: As explained by Samuda and Bygate 2008 structuring is 
defined which function for the organization of input information partly or according 
to learners' background, knowledge and expectations which they suppose to carry in a 
language class.  Studies have been conducted by Skehan and Foster to reach for a 
final argument that when an unorganized input provides learners to initiate a task to 
perform is more challenging cognitively and produce a more complex talk. It is also 
supported by Robinson. The difference in the performance of two different tasks like 
one narrative based and other picture sequencing task have given rise to the notion of 
predictability and unpredictability which state to reflect structuring of a task .  
 
d) Participant Roles: The roles of participants have assumed to differ in each task 
type and the way in which it is designed. Pica et al have presented the typology of 
different roles adopted by learners. The following description is proposed to indicate 
four types of tasks: 
 Required exchange tasks are the tasks which engage in the transformation of 
information from one speaker to another to complete a task. It can be undertaken in 
two ways like one way or two way tasks. 
 Optional exchange tasks are the one in which engage in the transformation of 
information to a speaker but the desired may have not been provided. 
 Convergent tasks are the tasks which are performed in groups where all 
speakers perform with mutual understanding and plan to achieve on outcome.  
 Divergent tasks are the ones which identify speakers to work together no 
matter resulting with different outcomes (109-10). 
He has described them as significant dimensions in designing a task whereas 
Robinson’s model proposed them as aspects of task conditions. Further these roles or 
feature of task conditions help in understanding how learners can maximize their 
negotiation in which type of task (2008).  
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2.11.3 Impact of Conditions of Implementation  
This area has researched the use tasks by teachers. Following are its four important 
factors: 
a) Task familiarity  
b) Planning 
c) Task repetition 
d) Attribution of roles  
 
a) Task Familiarity: A study of Plough and Gass has investigated familiarity 
with the type of a task which has resulted to be uncertain. It has brought to the 
conclusion that unfamiliar task types engaged more learners in negotiation. But still 
many issues are not explored (2008).  
 
b) Planning: Major studies have shown their results on planning impact on 
learners like Ellis (1987), Crookes (1989), Foster and Skehan (1996), Skehan and 
Foster (1997), Foster (2001) and Yuan and Ellis (2003) (qtd. in Samuda and Bygate 
2008: 113). Their studies have revealed positive results. It is found that planning is of 
two types: pre-task planning and on-line planning. Pre-task planning has influences 
fluency and is intended to produce more complex language. Accuracy is benefitted 
only if there has a provision of sufficient and adequate time and learners familiar with 
it. Whereas on-line planning has resulted in greater accuracy and less fluency. These 
differences have proved to bring influential outcome when content planning is 
associated with pre-task planning and formulation planning (2008).  
 
c) Task Repetition: Task repetition is nothing but an opportunity given to 
learners where they are noticed to rework their language while producing the same or 
similar talk at the same time. Some studies have regarded task repetition as a task 
phase because it has been helpful for learners. In a follow-up study of Bygate, the 
repetition of a task has caused to improve complexity and fluency but has not 
influenced grammatical accuracy. Another study of Bygate and Samuda has declared 
that speakers in a task generated descriptive talk on a familiar story when compared 
to unfamiliar one.  
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d) Distribution of Roles: It is pointed out by Skehan and Foster the difference 
always emerged in the quality of a talk if learners are successful in fulfilling their 
roles (2008). 
 
2.11.4 Task Dynamics  
It has researched that the following features denote the dynamics of a task: 
(a) Negotiation for meaning  
(b) Constructivist process  
(c) Acquisition  
 
a) Negotiation for meaning: Negotiation of meaning is used to refer to turns of a 
talk which speakers perform to check clarity and understanding of their own and each 
other's messages particularly when discontinuation of communication has appeared. 
These have indicated to repair sequences at times (116). 
Many SLA researchers like Long, Gass and Varonis, 1985; Pica and Doughty, 1985 
(qtd. in Samuda and Bygate 2008: 116) have emphasized in their study the types of 
conversation moves which have intended to generate negotiation of meaning 
particularly. They are confirmation checks, classification requests and comprehension 
checks. They maximize opportunities for communication. Their main concern of 
study is to design tasks in such a way that can promote language development with 
these negotiation markers for inducing meaning sequences. One of the examples has 
been given by Pica et al who have talked about the task typology. 
b) Constructivist processes: Constructivist processes are referred to processes 
individuals or performers work together mutually to have a better understanding of 
background knowledge and their pre-developed intentions. It has included to prompt, 
elicit, respond to question and elaborate. Socio-constructivists have made significant 
construction in a task related theory. Donato, Swain, and Lapkin have worked on the 
role of collaborative talks with peers. They have shown that the performance has 
upgraded with the support given by each other. Ohta has discussed the classroom 
processes that are involved in the learning of a second language. The studies Barnes 
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and Wells have regarded that interaction is influenced with the effect that how 
participants have interacted and the nature of an activity they are engaged in (2008). 
c) Acquisition: This has been the most significant factor of task dynamics which 
investigate the productive learning undertaken by learners in a task. If the target 
language feature or structure is specified then it is not difficult to assess acquisition 
by learners otherwise massive data collection goes irrelevant. Till date only two 
studies have been mentioned to explore the above finding. One has found to be 
Mackey and other is stated by Ellis (2008). 
In Mackey's study on a task of numbering objects by listening or arranging them in a 
line identifies the premodified and interactionally modified input facilitated 
acquisition. On the other hand Ellis has identified that the frequency with which 
vocabulary items acquire and the aspects involved in it. He has studied an influential 
effect among learners in pairs when new vocabulary items are given to them. Not 
only this, he has explored the role of varied inputs which have influenced in 
comprehension and acquisition (122-3). 
2.12 METHODOLOGY OF TASK-BASED LANGUAGE 
TEACHING  
Ellis 2003 has categorized methodological procedures which have been helpful in the 
execution of a task successfully:   
1) Lesson design:  procedures which specify how activities in a syllabus can be 
converted into an actual lesson.  
2) Participatory structure:  procedures which measure teacher and learners 
participation.  
 
2.12.1 Lesson Design: The design of a task-based lesson comprises of stages or 
components in which task itself is a principal component. Different designs have been 
composed by different scholars like Prabhu, Estaire and Zanon, Skehan, Willis, Lee 
(qtd. in Ellis 2003: 243). They all have given three principal phases which are 
mentioned below: 
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Table 2: A Framework for Designing Task-Based Lessons 
 
Source: Task-based Language Learning and Teaching. Ellis. 2003: 244. 
The pre-task phase is concerned with activities in which brainstorming of knowledge 
is undertaken both by teacher and students before they initiate their actual activity. 
The during task phase is meant to do the task as itself which include various 
instructional options such as how students operate within a given time. The final stage 
is a post-task which include procedures that are followed by the task performance. 
According to Ellis 2003 in all the stages of a task the phase of during task is 
considered significant without which a task cannot be executed. The other two phases 
of task are regarded optional but has played crucial role in maximizing task 
performance thereby increasing effectiveness of language development (243). 
2.12.1.1 The Pre-Task Phase: The purpose of this task phase is believed to allow 
learners for actual tasks that promote language acquisition. Lee has stated that “the 
importance of ‘framing’ the task to be performed and suggests that one way of doing 
this is to provide an advance organizer of what the students will be required  to do 
and the nature of the outcome they will arrive at” (2003: 244). Dörnyei also has 
emphasized that it has motivated learners. It is helpful in understanding a task in a 
better way that increases the utility of a task. Especially classes like traditional 
'studial' (244) classrooms it is observed to facilitate their prior knowledge. He has 
suggested that task preparation must have undertaken strategies which assist learners 
when performing a task. 
Phases                        Examples of Options 
1) Pre-task         Framing the activity for example establishing the outcome  
   of the task 
                         Planning time 
                          Doing a similar task 
2) During Task    Time pressure 
                          No. of participants  
3) Post-Task        Learner Report 
                         Consciousness raising 
                         Repeat Task 
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Skehan has offered two broad alternatives which are emphasized to carry out the pre-
task phase. They are giving emphasis on general cognitive demand and the linguistic 
factors of a task which are managed, by Ellis 2003 in the following way: 
1. Performance of a similar task. 
2. Provision of a model which can help learners to observe and understand a task 
in a better way. 
3. Non-task preparation activities. 
4. Strategic planning.  
These are discussed below in brief:  
a) Performance of a similar task: It is a significant feature of Communicational 
Teaching Project which was conducted by Prabhu. According to him pre-task is 
considered as a mediational tool which must emphasizes a task in its own way. In 
other words, it must not be viewed as a demonstration but as a task. A teacher or an 
expert can use pre-task to scaffold learners’ performance in the actual task (245).  
 
b) Providing a model: With the help of a model learners can get initiative or an 
idea how to perform a task. It is observed to reduce cognitive load of learners. It can 
be presented in either way like in the form of oral or written which demonstrate an 
ideal performance to them. Often a model examined with some activities which is 
meant to raise consciousness of specific features of a task performance (2003).  
 
c) Non-task preparation activities: Such activities are meant to activate content 
schemata or background information or topical area of a task. Willis has discussed 
and  given list of activities like brain storming and mind maps etc  If a linguistic 
aspect is emphasized Newton has proposed certain ways like predicting, cooperative 
dictionary search and words definitions to help learners use vocabulary in the actual 
task. 
 
d) Strategic planning: The pre-task phase has always tried to engage learners in 
strategic planning because it directs learners to plan their task work-plan. It has been 
said by Skehan that learners are made conscious of fluency, complexity or accuracy 
explicitly (2003). Thus, these conditions have developed to make task worth learning 
for acquisition. As pointed by Skehan that “they serve to introduce new language that 
Review of Literature 
 
Page | 72  
 
the learners can use while performing the task, to mobilize existing linguistic 
resources, to ease processing load and to push learners to interpret tasks in more 
demanding ways” (2003: 249). 
 
2.12.1.2 During Task Phase: Ellis (2003) had defined two kinds of methodological 
options in this phase which are task performance options and process options. 
a) Task Performance Options: Ellis has described three task performance options 
which are related to time pressure. It is dependent on a teacher who has given 
students their own time or restricted them with in time limit. Lee has suggested that 
educators must have restricted time limits. It is said that the online planning and 
strategic planning also influence results of learners during task performance. The 
strategic planning has offered ways to improve fluency and complexity of a language. 
On the other hand the online planning has demanded accuracy in a task performance 
(2003). 
The second task performance option is said to be associated with input data which is 
not dependent totally on a task or teacher. In some of the tasks like spot-the-
difference, describe and draw, information gap tasks input is obligatory where as in 
others like retelling or recalling a story it is considered optional (Ellis 2003). The 
third task performance option is linked with some surprise element into a task that is 
introduced in middle or with some additional information. But this has failed to give 
any pedagogic result because such an option has not showed any effect on fluency, 
complexity and accuracy at all in learners language (250). 
 
b) Process options: The process options deal with discourse which arises from a 
task. The main difference between process options and task performance options is 
that the later is selected before actual performance undertaken where as the former is 
an online decision.  
The teacher’s online decision about how to conduct the discourse of a task 
reflect his/ her ‘theory-in-use’ (Schӧn 1983) and ‘practical knowledge’ (Eraut 
1994). On the learners' part, they reflect the language-learning beliefs 
(Horwitz 1987) they bring to the classroom and, more particularly, to a 
specific task. How teachers and learners conduct a task will be influenced, to a 
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large extent, by their prior experiences of teaching and learning and their 
personal definitions of the particular teaching- learning situation (Ellis 2003: 
251).  
The task based teaching has notified learner-orientedness with discursive practices 
that has encouraged learner to actively participate in socializing practices that resolve 
social trouble (2003).  
Thus, the process options have summarized below by Ellis which is not suitable to 
prescribe but are noticed to undergo certain processes in a task performance:  
a) Discourse which is conversational in nature. 
b) Discourse that has encouraged for explicit formulation of message.  
c) Opportunities given to students to resolve linguistic challenges faced by them.  
d) Occasions where task participants have focused implicitly or explicitly on 
linguistic forms.  
e) Shared goals of a task. 
f) Adequate and effective scaffolding of the participants' to help them to interact 
in the target language (258). 
 
The following table is given by Ellis 2003 to represent the contrastive features of 
traditional (A) and task-based (B) classrooms. He has regarded students following set 
A pattern as 'learners' and set B as 'language users'. 
edagogy Focused P-: Stereotypical Classroom Processes in Traditional Form3 Table
edagogybased P-nd Taska 
A) Traditional Form-Focused Pedagogy B) Task-Based Pedagogy 
1) Rigid discourse structure consisting 
of IRF (initiate-respond-feedback) 
exchanges 
Loose discourse structure consisting of 
adjacency pairs 
2) Teacher controls topic development Students able to control topic 
Development 
3) Turn-taking is regulated by the 
teacher 
Turn-taking is regulated by the same 
rules that govern everyday conversation, 
i.e. speakers can self-select 
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4) Display questions, i.e. questions that 
the questioner already knows the 
answer to 
   Use of referential questions, i.e. 
questions that the questioner does not 
know the answer to 
5) Students are placed in a responding 
role and consequently perform a 
limited range of language functions 
Students function in both initiating and 
responding roles and thus perform a 
wide range of language functions, e.g. 
asking for and giving information, 
agreeing and disagreeing, instructing 
6) Little need or opportunity to 
negotiate meaning 
Opportunities to negotiate meaning 
when communication problems arise 
7) Scaffolding directed primarily at 
enabling students to produce correct 
sentences 
Scaffolding directed primarily at 
enabling students to say what they want 
to say 
8) Form-focused feedback, i.e. the 
teacher responds implicitly or 
explicitly to the correctness of 
students’ utterances 
Content-focused feedback, i.e. the 
teacher responds to the message content 
of the students’ utterances 
9) Echoing, i.e. the teacher repeats what 
a student has said for the benefit of 
the whole class 
Repetition, i.e. a student elects to repeat 
something another student or the teacher 
has said as private speech or to establish 
intersubjectivity 
 
Source: Task-based Language Learning and Teaching. Ellis 2003: 253. 
With the tabular representation task based teaching has observed calls to motivate 
learners for classroom participation to forget so that they can learn language without 
inhibitions by interacting it rather than by studying it. As opposed to it, the Indian 
traditional classrooms have not accomplished this motive because they have 
undertaken certain ‘educational imperative’ (252) which have made learners instead 
language users. As suggested by Ellis 2003 if  participants or learners are conditioned 
to bring social practices in their language classroom they can explore their 
interlanguage and target language both though exposure. It is helpful for them 
because they can be confronted with some hidden abilities which they themselvesare 
not aware of. It is easier for them to interact with each other. The reason of using pair 
and group work as a teaching strategy is looked upon as a methodological procedure 
and considered it to be central in TBLT.  
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Ellis (2003) has discussed some implicit and explicit techniques that focus forms 
during a task which are considered an important process option because the way they 
use distinguish between instructor/ learner and interlocutor/language user.  
2.12.1.3 The Post-Task Phase: There are three pedagogical goals in this phase 
according to Ellis's study: 
a) Repeating the performance: Several studies have indicated that when learners 
repeat a task their production progresses in term of complexity and fluency. A 
repeated performance is carried out in either way such as repeating the actual 
performance in a similar way or conditions changed slightly like representing second 
time with different formed pairs or individually (2003). Hawkes in his paper entitled 
"Using Task Repetition to Direct Learner Attention and Focus on Form" published in 
ELT Journal in September 2012 has investigated that using task repetition in a post-
task assist learners in structures and forms. He has used it as a tool to drive their 
attention towards grammatical accuracy in three speaking tasks conducted in pairs. 
They are opinion exchange, describe and draw and lastly a timed conversation 
without replacing their interlocutors in repeated performance. It has indicated that 
through these tasks learners have shown drastic improvement in form and structures 
which have led them towards more refined pronunciation.  
 
b) Reflecting on a task: As recommended by Willis it is advisable to ask students 
about experience of doing a task after they have performed the actual activity. She 
has called it as 'a natural conclusion of the task cycle' (Ellis 2003: 259). A teacher 
must have encouraged them while reporting which can be in the form of oral or 
written. In the end,it is perceived as an outcome of a task where learners have always 
benefitted. It is considered best way to help them while judging their performances 
where others have freedom to give suggestions on each other performances. Such a 
feedback of peers always motivates them to develop positive attitude towards 
language learning. 
 
c) Focusing on forms: Attention driven to forms in one way or the other is 
believed to be chosen by a task executor in any of the phases of a task-based lesson. It 
is considered better to concentrate in the post-task phase because it is easier for a 
teacher to address flaws in forms and structures when he has observed students' 
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performance not just by stating them but allowing them to practice naturally. 
Secondly there are a range of options through which forms can be addressed. They 
are: 
 Reviewing learners errors: A teacher can ask each group to specify errors 
made by learners which Lynch has referred as proof listening.  
 Consciousness-raising tasks (CR): These tasks can be conducted as a follow-
up tasks which notices to attend specific forms.  
 Production practice activities: These are considered as an alternative activity 
used along CR tasks which reform through sufficient practice of forms.  
 Noticing activities: These are activities like dictation exercises, transcribing 
extract of their performances to notice grammatical errors by themselves (2003). 
 
Basically, as discussed by Ellis 2003, what constitutes as a main activity of a lesson is 
a matter of perception. Prabhu has regarded a during-task phase as a pre-task whereas 
other task methodologists refer it the same. So it solely depends on a teacher to plot a 
suitable location of an actual activity in the either of three phases that has ensured to 
be an ideal format of a task-based lesson.  
 
2) Participatory Structure: The second major aspect of a task methodology is 
participatory structure of a lesson.  The participatory structure of a lesson has referred 
to the procedures shown as teachers' and students' contribution in the performance of 
a task given. It has to be selected by teacher or learners. The learners participation are 
of two kinds. One is individual structure where each student has to work by their own 
and the other is known as social participatory structure in which each student interact 
with others. The former participation is regarded as intrapersonal where a speaker by 
its own represent on the behalf of others where as the latter interpersonal kind of 
structure which is undertaken in either way like teacher interacting with all students 
or student interacting with teacher along with the support of other students or 
interacting with peers or pairs or in groups. Thus, '[t]he choice of participatory 
structure will influence to what extent there is interaction in the classroom and also 
its nature . . .'(2003: 263).  
 
Any form of participation may take place in any phase. For example Ellis 2003 has 
discussed that Pica has emphasized collaborative work and equal 
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participatorystructure in an information exchange task while Willis has stated that 
working in pairs or groups or peers is always beneficial. On the other hand, Skehan 
has suggested for student vs. student interaction in a task-based syllabus (263).The 
participatory structure is recommended to be an important component of a task based 
methodology but not all tasks are interactive like non-reciprocal tasks.  
 
a) Individual student work with tasks: In the Communicational Teaching Project 
students have performed individually. Prabhu has stated that to work individually 
require self-dependent effort by learners. He has regarded collaborative effort to be 
optional. The students might have consulted with others or teacher but they may not 
be allowed to do so in the main task. The advantages of such type of participation 
have denoted that they might have intended to develop an independent or social 
approach towards a task (2003). 
As mentioned by Nunan, it has encouraged their self-directedness among learners 
which considered appropriate for the practical, educational and motivational reason. 
According to socio-cultural theory, the individual participation has considered it as 
non-interactive because 'if we view private speech [it is] a form of interaction-with-
self. Students can be encouraged to use private speech to mediate their way through a 
task' (2003: 265). Working independently has made learners to engage in the private 
manipulation and experimentation of a language.  
 
b) Working on tasks in pairs and groups 
 Pair and Group work:  It is observed that when learners work in groups or 
pairs they get adequate stimulus whenever associated with others. Porter (1985), and 
Jacob (1998) (qtd. in Ellis 2003: 266) have studied its advantages comprehensively. It 
is noticed that when a learner perform in group with the assistance of his group mates 
his speech quantity is intended to improve. They observe, listen and then react which 
give them opportunity to improve unconditionally. They produce variety of speech 
acts especially in negotiating meaning with their members. This has caused to 
encounter with the challenges of individual students and get them resolved by 
themselves. It has resulted to reduce their inhibitions especially anxiety which is 
associated with language development and production as language barriers. On a 
positive note, it has observed to induce motivation and enjoyment towards language 
learning which has fostered independency and social integration through group 
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activities. As such they have given experience to learn and work with others 
cooperatively which has made their learning better by scaffolding others (2003).     
But Nunan has announced some threats in the implementation of group work. He has 
noticed that learners always give preference to traditional methodology because it is 
proved that group work has not accomplished successful language learning in tasks. 
Willing has reported that in a study of ESL learners in Australia have shown least 
interest in pair work and language games. She related it to the reason for Prabhu to 
use his project which he has not included such activities as a choice of learners. Jacob 
has stated that it has been led to reduce anxiety but Prabhu has incorporated it as a 
matter of humiliation which is regarded dangerous for any language learning situation 
(266-8). 
 Cooperative Learning: The social interaction among learners have guaranteed 
positive language learning but it has to be carried with precaution so that it may 
ensure that they have worked effectively in groups. The study of Storch has examined 
fruitful results of collaborative activity and stated them as characteristics. They are  
use of first person plural pronouns, the use of directives have inappropriate, the text is 
formed with the mutual cooperation of all team or group members, the group 
members have incorporated language-related queries with a request, interactive and 
friendly responses are ensured, scaffolding at the students level with each other must 
be fulfilled (2003). 
As a matter of fact it has been considered an attitude of a learner to undergo a 
collaborative work. Ellis in his work has also described different ways in which 
students' cooperation in a group or pair work can be maximized like students' 
orientation, their accountability, distribution of input information, arrangements of 
groups in a class teacher's role, collaborative skills etc. 
 
3) Working on tasks in a whole class context: While working on a task with in a class 
as a whole has ignored by many except Prabhu. In this form of participation the role 
of a teacher is not seen as a facilitator but is significant. It has two kinds one is 
teacher talk and the other is instructional conversations. In the former the teacher is 
observed as a participant who gives input for a task like in non-reciprocal task 
(listening task) or in reciprocal tasks. In the latter one a teacher is given status of an 
expert which is noticed in reciprocal tasks where he plays a special role of guiding 
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students in a task. It is also seen with an alternative of peer teaching in which a 
student has conditioned to work with the other students of a class (Ellis 2003).  
 
2.13 ORAL COMMUNICATION 
Oral communication is considered to be a wide spectrum of oral skills in a language 
pedagogy. Like the definitions of a task, oral communication is elaborated 
descriptively by different scholars. They have depicted through their explanations the 
nature of oral communication skills. The following are some of the notable 
definitions given by Guitierrez-Ang in his work Oral Communication: A Content-
based and Learning Centered Text-Manual in Effective Speech Communication 
published by Katha Publishing Co. Inc in 2009. The word communication is derived 
from a Latin word 'communis' meaning to share, inform ideas and feeling etc. Ang 
has stated that the oral communication is a transmission of messages through verbal 
and non-verbal clues. The writer has followed Wood's description of communication 
that it is said to be a process which is dynamic, irreversible contextual based in nature 
where communicators are perceived to build personal meanings through their 
symbolic interactions. 
In a communication both decoding and encoding of messages are undertaken by an 
effective communicator who is known as a speaker. In order to have effective 
communication, it is regarded that a speaker must have adequate communication 
skills which can help him to be a dynamic, elegant and competent communicator. 
Oral communication has reflected a persistent and powerful role of language in 
human society. According to Halliday, Rehman in his paper entitled 'Teaching Oral 
Communication: A Task-based Approach' published in ESP World in 1 (27).9 in 
2010, communication is understood more than exchange of words between parties or 
participants. It is called as a sociological encounter where meaning is exchanged to 
develop a communicative social reality. 
At its initial level oral communication is understood to be a spoken interaction which 
takes place between two or more people. Yet communication is difficult to describe 
because it is composed of various elements. Not every speaker can be considered an 
effective communicator. Just like speaking, listening is also termed as a 
communicative activity. It is found statistically that 70% to 80% of a person's time in 
a communication process has been allocated by listening. Accordingly in a study the 
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distribution of time given by a communicator to all skills is given as 9% to writing, 
16% to reading, 30% to speaking and 45% to listening (Gutierrez-Ang 2009). 
As per Stuart Chase listening has conditioned to be half of the talking carried by two 
or more people. If people have ceased listening then there will not be a flow of 
communication process that is there is no significance left to interact. It has believed 
that it is a counterpart activity of speaking in a communication process undertaken in 
any type of situation either formal or informal. To be an effective speaker one has to 
be a effective listener. Thus this study has explored activities which focus on oral 
skills meaning speaking and listening skills as its core elements (2009).  
2.13.1 LISTENING TASKS 
Listening tasks are viewed as tremendous means of meaning where learners acquire 
the targeted feature. A listening task is designed in such a way that it facilitates 
acquisition of the said feature. For example if the input has 'modified' to process a 
feature it is required to create conditions for acquiring. Such tasks are provided a 
means of examining the effects of different kinds of input modification on learners. 
For educators and teachers, listening tasks have assumed to provide a trigger to make 
a start with task based course designed for low proficiency learners. Simple listening 
tasks have also implemented with learners of zero competence in the second language 
(Ellis 2003). 
They are very helpful because they are examined to encourage a learner in a 
production task. These have been used both by teachers and researchers to determine 
the targeted features used in a task. Ellis 2003 in his work has mentioned two types of 
listening: listening-to-comprehend and listen-to-learn.  
(a) Listening-to-comprehend: Andersen and Lynch called listeners as ‘active 
model builders’ (39) rather than tape recorders. They are said to involve in hypothesis 
testing and inferencing not just simply decoding. According to Brown listening is 
regarded a process by which listeners have suggested to construct a 'shared mutual 
beliefs' instead of 'shared mutual knowledge' (2003: 39, 39).These shared beliefs are 
studied with the help of three listening models discussed below. 
Listeners like readers are identified to utilizes schemata to comprehend a text in three 
ways that is interpretation, prediction and hypothesis testing. Interpretation is resulted 
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to activate an appropriate schema for recognizing the key lexical items. Prediction 
occurs at the initial level of interpretation and lastly it is hypothesis testing which is 
carried out to process the language of a text. It must be noted that these processes 
occur in a similar order. They can take place together also. Such type of listening 
process is termed as a top-down model. Contradictory to this, is bottom-up model has 
to involve learners in the identification of linguistic constituents of a text to deduce 
meanings. Richards has, as mentioned by Ellis, indicated that the language users can 
carry a bottom-up model successfully because they are able to recognize but listeners 
who have difficulty in comprehending a text is not able to process effectively (2003). 
Some studies have shown that there have been influential results of top-down 
processing like if a learner is not successful in interpreting he adopts top-down 
approach to share his experience. In literature these models have not been researched 
to the extent that it has brought clarity in the process. They have been involved in 
listening to comprehend but not in listening to learn.  
The term interactive in the interactive model is addressed to two types of meanings. 
One that has referred to interaction taken as a result of bottom up processing and 
other which has emerged through top-down processing. That is this interactive is 
outlined as a model which incorporate both top-down and bottom-up processes. Thus, 
“Interaction in this sense views listening as a complex set of mental actions 
performed simultaneously and cyclically. It also assumes that listeners access to both 
automatic decoding skills and higher-order strategies for processing input” (2003: 
45) It has attempted listeners to engage collaboratively like in interaction tasks as 
well as non-interactive tasks. These interactive processes are considered as a means to 
carry communication in which listeners get hold of the pace which they have received 
through information and tried to process it (2003). 
(b) Listening-to-learn: Listening to learn involves the process of acquisition. In 
acquisition the main idea is concerned with reception of comprehensible input by 
learners. Krashen and Long have given different hypothesis which has shown how 
acquisition takes place. According to Krashen’s Input Hypothesis learners have to 
access comprehensible input and a low affective filter to acquire input. To the fact 
comprehension is also required for acquisition. It has been stated in Interaction 
Hypothesis given by Long (Long 1983a, 1996) (qtd. in Ellis 2003: 46). According to 
its early version, comprehensible input is said necessary for acquisition and 
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modifications needed for conversation which have accompanied in the negotiation of 
meaning. It is helpful in making input comprehensible (2003).  
Ellis 2003 has regarded different types of tasks in terms of interactive and non-
interactive. He has called non-reciprocal tasks as listening tasks in which learners 
listen a text without intending to interact for example, listening to directions. 
Reciprocal tasks are speaking tasks where they are found necessary to the exchange 
information in a flow between speaker and listener. The difference between two has 
declared to be the degree of interaction in which participants have engaged (2003). 
There are two types of non-reciprocal tasks: listen-to-do tasks and academic tasks 
Listen-to-do tasks have occupied a pedagogical place in the literature of task-based 
teaching. In such type of tasks learners have to listen verbal input and understand it 
through actions. They are regarded helpful in examining the effects of modified input 
on comprehension and acquisition. On the other hand, in academic listening tasks 
learners are allowed to listen a lecture and understand it by making notes. They are 
employed by teachers to improve language proficiency but researchers study for the 
sake of the relationship that exhibit between lecture's input, learner's comprehension 
and acquisition (49-50). Both the listening tasks are dealt separately and are as 
follows. 
1) Listen-to-do tasks: Ellis 2003 has discussed in detail listen-to-do tasks in 
terms of goals, input, condition, procedures and predicted outcomes.  
Goals: They promote listening and help in introducing linguistic forms through input.  
Input: It is in the form of verbal information like directions or description and non-
verbal information like physical objects, pictures, maps or diagram.  
Conditions: Generally the information is split and the task type is one way.  
Procedures: Such tasks are undertaken between teacher as a speaker and learner as a 
listener. It is also performed in pairs or small groups.  
Predicted outcomes: These tasks have given rise to many opportunities where 
processes of comprehension and acquisition have involved.  
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Listen-to-do tasks area significant tool in SLA research. They have determined 
individual performances of learners that is to what extent they have understood. 
Directions/descriptions tasks are used to examine effects on comprehension and 
acquisition by investigating different kinds of inputs like baseline, pre-modified and 
interactionally on task performance. The studies conducted in this regard have 
measured learners ability. It has found that the interactionally modified input is 
successful in achieving comprehension than acquisition. It is helpful in negotiating 
learners which can facilitate their comprehension. Also time required to complete a 
task in interactive conditions are compared to be more than in baseline or pre-
modified input conditions. Such type of input suggested by Pica has benefitted 
learner's comprehension no matter they are addressee or hearer. It has declared that if 
a learner is given an opportunity to materialize input it might have burdenize learners 
for interaction and bring negative impact on his ability to comprehend (2003) 
With regard to acquisition none of the input brings any affect but these studies have 
investigated a relationship between comprehension and acquisition. Loschky and Ellis 
have shown a weak relationship when interactionally modified input is used. But for 
Krashen it has turned out to be complex as stated by Ellis 2003 in his work that "it is 
not necessary to comprehend a complete message in order to acquire a new word . . . 
The strength of the relationship may depend on how acquisition is measured; if the 
measure directly taps into the same context in which the items were initially 
experienced, the relationship may be stronger" (57). Thus listen-to-do tasks are 
justified as a tool for investigating hypothesis in SLA literature. They are considered 
effective in generating meaning negotiation. "When the tasks do provide an 
opportunity for meaning negotiation, comprehension is enhanced, . . . Negotiated 
input runs the risk of becoming over-elaborate with consequent negative effects on 
acquisition” (58). For acquisition not only interactionally modified input but also pre-
modified input has to be efficient. 
2) Academic Listening Tasks: These tasks are said to be lecture oriented which 
have well defined outcome of making notes on academic topic. They have focused to 
bring attention on meaning which is basically required by learners. In order to 
understand input and produce notes they are used with their own linguistic knowledge 
and resources which they carry. As a matter of fact such tasks have noticed to set 
cognitive processes in action.  
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Ellis 2003 has talked about the relationship between note-taking and comprehension 
of lecture content. Academic listening tasks are examined with less or no effect on 
acquisition of a target language. It is influential in two ways. One termed as encoding 
hypothesis and other as external storage hypothesis. Taking notes through encoding 
hypothesis is suggested to organize lecture content by listening and has enhanced 
comprehension. It has triggered to attentional mechanisms of learners and has 
facilitated cognitive processes of coding, integrating, synthesizing and transforming 
information. Thus, it has undergone through deep processing which is considered 
important for learning. According to external storage hypothesis a set of notes is 
helpful in long term retention and recalling. They are rehearsed and helpful in 
reconstructing the memory (Ellis 2003). 
Research on academic listening tasks is investigated in two areas. One that has 
identified for the nature of notes taken by L2 learners and other is recognized as the 
effects of note taking on comprehension. Generally most of the learners have faced 
problems in listening which has affected in developing notes. As reported by 
Chauldion, Loschky and Cook (1994) "dual tasks of listening and taking notes may 
overburden the language-processing mechanisms of many L2 learners with the result 
that each task interferes with the other" (Ellis 2003: 62). Notable research studies of 
Dunkel as presented by Ellis 2003 have examined that L2 learners have tried to adopt 
a strategy of writing which has contradicted the format of taking notes when 
compared with L2 learners. Clerehan has found difference in his study that non-native 
speakers produced notes on an average much shorter because they have missed the 
information. Such analysis is exploratory but has studied different styles of note 
taking of individual learners (2003).  
The relationship of note-taking and comprehension has been investigated but has 
found no result. It has identified that the quality of notes is the main reason. Besides 
this has examined if the notes are complete accurate and well written by a learner 
who has been native or non-native speaker it has always resulted to improve 
comprehension. Then the research studies have examined the relationship between 
note quality and comprehension which has not been derived with any convincing and 
satisfactory results. It is because if on one side L2 note takers have developed poor 
notes than L1 but at the end of course or program found to score much better in 
comprehension in examination. As much Ellis 2003 have justified it by giving 
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reasons that it is considered that the style and form of lecture has importance to 
determine effectiveness of note taking. Secondly, the techniques employed by 
individual learners are varied so it has no difficult to judge which style of note taking 
work can be proved as best for learners (59-64). 
2.13.2 SPEAKING TASKS 
Reciprocal tasks are believed to be productive tasks which are said to engage L2 
learners in interpersonal interaction. They are helpful in developing an indirect 
relationship between task and acquisition. In order to understand this relation Ellis 
2003 has investigated reciprocal tasks in the three core areas. They are negotiation of 
meaning, communicative strategies and communicative effectiveness. They are 
elaborated below. 
1) Negotiation of Meaning: Working on conversational data, Long has   
identified that the native speakers are observed to engage in 'modification of both 
their input' (70) like using simpler vocabulary and grammar for clarification. He has 
concluded that they have employed two sets of interactional strategies. One aiming to 
resolve conversational trouble like surrendering topic control of learner, selecting 
salient topics, treating topics briefly etc. The other strategy has pointed out to review 
trouble repairs which are known as 'tactics' like requesting for clarification, checking 
comprehension and tolerating ambiguity. Such type of discourse which has indicated 
to be non-understanding sequences termed as negotiation of meaning. Researchers 
have spotted that some of the following strategies which promote negotiation of 
meaning. They are comprehension check, clarification requests, confirmation checks 
and recasts. 
 
2) Communication strategies: Discourse strategies are associated with 
negotiation of meaning and are also listener-oriented. Communication strategies are 
speaker oriented. As defined by Kasper and Kellerman “a form of self-help that did 
not have to engage the interlocutor’s support for resolution” (qtd. in Ellis 2003: 74). 
Speakers employed them when they face difficulty in communicating to deliver a 
message successfully. Some of examples are reduction strategies, achievement 
strategies which include approximation, paraphrase, word coinage etc. Tarone have 
further added some more strategies in the list. Færch and Kasper have located them 
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within a model of speech production. They have been observed in the planning stage 
which has occurred when speakers come across some problems while executing it. In 
opposition, Bialystok has offered on the basis of psycholinguistic grounds, that 
communication strategies can be differentiated in terms of knowledge-based control-
based (74).  
The third model of communication strategies has been developed in Nijmegen Project 
(Kellerman, Bongaerts, and Poulisse 1987; Poulisse 1990; Kellerman 1991 qtd. in 
Ellis 2003: 75). It has described two archistrategies namely conceptual and linguistic. 
The purpose of using conceptual strategies is to manipulate the concept that has to be 
communicated. It has further divided into analytic strategies and holistic strategies. 
Linguistic strategies have meant for this manipulation of language by transferring L1 
or through morphological creativity. Thus, the main idea to study and develop these 
models is to investigate the attempt which cause learners use different strategies 
depending upon a situation. 
Being a part of strategic competence they have also been one of the goals of task 
based instruction. But still it has confronted with some weaknesses like Kasper has 
restricted his strategies to decode referential meanings; some neglected problems 
related to their actional and relational goals when strategies have been used for 
intercultural communication. Inspite of these Bachman has provided a richer and 
exploratory description where he has considered strategic competence central to all 
types of communication.  
 
3) Communicative Effectiveness: Yule has studied the model of communicative 
effectiveness for referential communication which has two dimensions. They are 
identification of referent and the role taking dimension. To identify and encode 
referents Yule has talked about three types of abilities. These are perceptual ability, 
comparison ability and linguistic ability. SLA researchers have studied only linguistic 
ability but the other two are required to make task performance successful. The role 
taking dimension is concerned with an ability to undertake or undergo through 
communicative patterns. It has included other types of abilities like the ability to 
recognize, ability to make inferences, ability to encode the meaning of a message 
from these inferences and lastly ability to attain feedback. The communicative 
effectiveness is determined by the use of communication strategies and to what extent 
learners participate or remain engage in negotiation of meaning (2003).  
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Guitierrez has presented through his paper 'Developing Oral Skills through 
Communicative and Interactive Tasks' in Profile No. 6 in PROFILE Issues of 
Teachers' Professional Development in 2005 the basic findings of his research project 
in terms of four areas stated in the result. They are exposure, interaction, feedback 
and oral production. These areas are investigated on three interactive tasks which 
have indicated that they have helped them to produce effective production. The 
teacher is seen as a facilitator who provided suitable solutions and encouraged them 
to participate. The feedback and group work both have refined their interaction in 
collaborative environment built in the class. Group work has helped them to reduce 
their inhibitions and overcome with their hesitant nature. The students achieved 
proficiency and knowledge in foreign language through its use.  
In order to understand task in terms of negotiation of meaning, use of communication 
strategies and communicative effectiveness, it is important to examine interactionist 
theories which have determined their roles in language acquisition.“Interactionist 
theories view language learner as an outcome of participating in discourse, in 
particular face-to-face interactionˮ (2003: 78). Interaction is important for language 
learning because the ‘pouring back and forth’ serve as a means to discover how the 
core elements of language have gathered together and spread apart.  
The idea behind the interaction hypothesis has taken place only when a less 
competent speaker respond to a more competent speaker and language acquisition has 
facilitated that is "the trigger, arises in the speech of the less competent speaker and 
where learner production as well as input is given a constitutive role in language 
acquisitions" (2003: 79). It is helpful to give opportunities for negotiating in three 
ways according to a study of Pica where he has stated that L2 learners have attended 
to L2 form by breaking input into segments or units which is helpful to process them 
easily. The negotiation has helped learner to work out with feedback on their own use 
of L2 like listening and reformulating. Lastly, it has served learners to adjust, 
manipulate and modify their own output.  
Ellis 2003 has declared that tasks meant for negotiation provide comprehensible input 
and feedback which are intended to push learners to reformulate the ones that can 
work suitably for acquisition. Thus interaction hypothesis has been said to occupy 
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central place in SLA research and provide theoretical basis to task based research 
especially when interactions have been analyzed (82-3).  
Different studies have shown that communication strategies have aided language 
acquisition in many ways. Corder has stated that the achievement strategies foster 
acquisition of a learner when compared to avoidance strategies. Tarone in his study 
has argued that all strategies have benefitted to learners because they have explored 
them by themselves and reach to the correct language forms through practicing. 
When seen as a device to carry conversation, Kasper and Kellerman have considered 
them as 'important vehicle for producing pushed output' (84). It is concluded by Ellis 
that the language acquisition has been resulted to involve more than the development 
of linguistic competence. It has evidenced that if they have not contributed to 
linguistic competence it might have resulted to contribute to the development of 
strategic competence. Thus it has always been one of the goals of task based 
instruction so it is obligatory to discuss the relationship of communicative 
effectiveness and language acquisition (84).  
The “communicative effectiveness and language acquisition are complementary 
rather than mutually reinforcing” (2003: 84). It has implied that a learner might have 
focused communicative effectiveness or language acquisition when performing a 
task, swapping one over the other. It is evident in two ways. That is, “the more 
language learners acquire, the more communicatively effective they become, while 
the more effective they are as communicators, the more opportunities for language 
acquisition they will be able to obtain themselves” (2003: 85). 
The speaking tasks are categorized according to the tasks variables mentioned below: 
1) Required and optional information exchange 
2) Types of required information exchange  
3) Expected outcome 
4) Topic 
5) Discourse domain 
6) Cognitive complexity 
 
1) Required and Optional Information Exchange: The literature of language 
pedagogy has talked about a significant distinction between information gap tasks and 
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opinion gap tasks. They differed in various ways. Information gap tasks are said to 
transfer information and carry split information. One important function of these tasks 
is to have compulsion to transfer information among each other in pairs or groups. 
Otherwise the purpose will not be accomplished. On the other hand an opinion gap 
tasks have been engaged to provide some additional personal information along with 
input and are conditioned to undergo through shared information. In such type of 
tasks transferring of information from one person to another has regarded to be 
optional. 
According to the studies, some tasks are noticed to have compound nature which has 
said to share both types of information exchange but partially. Such types of tasks are 
termed as jigsaw tasks (2003). Doughty and Pica have examined that a required 
information exchange has resulted in better negotiation when both the information 
exchange tasks have been compared with teacher fronted class separately. They have 
recommended that it is a task type rather than participatory organization which 
determine meaning negotiation. Foster has offered through his study that the amount 
of negotiation occurred in both the task types have suggested to influence when each 
task has performed in pairs instead of groups (Ellis 2003). 
An investigation was undertaken by Nikahama, Tyler, and Van Lier which has found 
that a required information task has resulted in sufficient negotiation exchanges 
which have aimed for grammatical accuracy as said by Varonis and Gass. As opposed 
to it, exchanges which are derived from a conversational task have developed greater 
negotiations and have not involved required information exchange. Thus, concluding 
that a conversation task has provided more opportunities to use language 
communicatively than information gap tasks (87-9). 
 
2) Information gap tasks - One way and two way tasks: Such type of tasks have 
considered as required information task but differentiated in terms of the shared 
information that is whether it is presented to a single person in one way task or by 
two or more people in two way tasks. The goal of listen-to-do tasks has to be 
achieved by a participant though others may have contributed in discussion or to 
achieve it. Whereas in two-way tasks it is obligatory for all participants to perform. 
Long has investigated interactional adjustments in two sets of tasks. He has found that 
in one-way tasks like that of a narrative task and giving instructions the proposed 
outcome did not engaged learners to provide meaningful negotiation whereas in two 
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way tasks such as conversation tasks and communicative games have significantly 
proved to provide evidence of confirmation checks, comprehension checks and 
clarification checks. It has been claimed that two way tasks have been examined to be 
more productive in providing more negotiation than one-way tasks (88). 
 
3) Task Outcome- Open vs Closed Tasks: Open tasks are those tasks which have 
involved to derive many outcomes like opinion tasks such as tasks of making choices, 
ranking activities, surveys, debated etc. These tasks have differed in the degrees of 
openness. On the other hand closed tasks are those which have well set one pre-
determined outcome like a task of finding out differences. Generally information gap 
tasks are closed in nature. Such tasks might have split or shared information. This has 
exemplified in a way that if learners are required to locate a new town in a map and 
then discuss with other pairs is termed as a open-split task. But if they have asked to 
find a thief then it is considered as close-shared task because each participant has to 
hold different information to match.  
It has been compared by Long that the close tasks provide more opportunities for 
negotiation work than open tasks. Open tasks provide learners to put effort in 
communication and are more dependent on their ease. Close tasks are conditioned to 
result in better understanding, precision, critical thinking and interpretation. Duff has 
supported Long's claim in his small scale examination where he has found that 
convergent tasks (close) are more likely to produce utterances, questions and 
confirmation checks than divergent (open) tasks. He has also concluded that 
convergent tasks make use of comprehensible input whereas divergent tasks led to 
more output. Also according to Interactional Hypothesis closed tasks have observed 
to propagate acquisition.  
 
4) Topic: The topic of a task has also been stated to bring influential results on 
learners. The topic familiarity and importance of topic in a study has been found by 
Gass and Varonis that advance learners having topic familiarity have observed with 
better comprehension and negotiation work. Zeungler and Bent have found that if the 
topic is of little importance to learners then interactants acted to be active speakers 
and active listeners but the roles have interchanged if the topic is of more relevance 
(2003). 
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5) Discourse mode: The investigation in this regard is found to be less prevalent. 
The theoretical and empirical reasons associated with a task has conditioned if 
learners modify their input and output in negotiation exchanges and type of strategies 
they have used. Halliday's functional grammar has provided the distinction of use and 
usage in its support (93). 
 
6) Cognitive Complexity: It is an umbrella term which has undertaken various 
factors to determine the task difficulty. One of its major factors determining cognitive 
complexity is recognized as context-dependency. According to Cummins's 
proficiency model a cognitive demanding task has led to more negotiation work than 
non-cognitive one. Based on his model, Shortreed has found that the one way task in 
which a speaker has to describe objects given on a grid to help the other speaker to 
draw in an empty grid is more complex because it is more descriptive than the one in 
which a speaker has to describe photographs so that the other speaker arranges it 
(Ellis 2003). 
Poulisse has investigated task complexity in terms of use of communicative 
strategies. He has employed three tasks. In a picture description task he has noticed 
that no problems have existed in context as pictures shown in isolation. It has allowed 
learners to use analytic strategies which are elaborate and time consuming. The other 
two tasks which are story retelling and an oral interview on familiar and unfamiliar 
topics have allowed learners to make use of holistic and transfer strategies. Thus, 
tasks which are context free and included a detailed description to communicate 
increased more chances of interaction. They have involved more repair strategies, 
pushed output with greater use of communicative strategies (93-5). 
 
 
 
 
 
 
Chapter 3 
Methodology 
 
 
 
 
 
 METHODOLOGY 
3.1 INTRODUCTION 
This study has examined the effectiveness of activity based approach in the teaching 
of oral communication at the intermediate level. In order to do so, this chapter has 
given a detailed description of the subjects, settings, method and the tools of data 
collection. 
 
3.2 SETTING 
School: Senior Secondary School Certificate (+2) Girls was selected from the three 
intermediate schools of Aligarh Muslim University (A.M.U). Being familiar with this 
institution it was easily accessible for the researcher to conduct her study. 
 
Classroom: The study was implemented on the same set of students of eleventh 
standard. It took two weeks to collect the data. The duration of the classes taken and 
observed was of 40 minutes which were scheduled in the allotted Compulsory English 
periods of the class. Compulsory English is studied as a subject by all the streams 
science, social science, humanities and commerce. It is offered as a compulsory 
subject so that students are able to speak, listen, read and write the basic English 
needed in their everyday life. Two books are prescribed for eleventh standard. One is 
main reader 'Hornbill' and other is supplementary reader 'Vistas'. The researcher chose 
Hornbill for her study because the subject teacher had suggested to conduct the study 
without affecting the syllabus.  
 
3.3 SUBJECTS 
This study has targeted 30 students of the eleventh standard section B. It is one of the 
science sections of class XI. The students of this class study Compulsory English five 
days a week. One teacher is assigned who teaches both the readers simultaneously 
along with writing skills and grammar. There were 80 students in the class but not a 
single student attends Compulsory English classes regularly. So the sample of 30 
Methodology 
 
Page | 93  
 
students has been reduced to the regular students who have attended Compulsory 
English classes which were conducted during the study of two weeks. 
 
3.4 METHOD 
It is a comparative study. It has investigated the effectiveness of activity based 
instruction over the traditional instruction in the teaching of oral communication. It has 
employed the mixed method design which has incorporated qualitative and 
quantitative data for analysis. The quantitative data has included two questionnaires 
the evaluation of activities and exercises. The two questionnaires have been 
administered separately, one after the implementation of activities and other after 
observing the traditional classes of Compulsory English which were undertaken by the 
teacher. The evaluation of activities has been done with the help of four point scale 
and rubrics which has been created for each activity individually. The exercises of the 
chapter were undertaken by the subject teacher. The qualitative data has been 
comprised of the interview of the teacher, the observation checklists and anecdotal 
records. Four observation checklists were prepared by the researcher herself after 
observing some study related aspects during the subject teacher's teaching. There were 
seven anecdotal records prepared by the treatment teacher (researcher). It has provided 
a systematic description of each day when the activities have been used.  
 
The duration of the proposed study was of two weeks. In the first week the activity 
based instruction was introduced. The researcher experimented this instruction in the 
class with the help of nine communicative activities. They were designed by the 
researcher. Four of them were meant to test the listening skill and the remaining five 
aimed to examine the speaking skill of the students. Each day took one activity except 
the third day and the fourth day when two activities were conducted. These activities 
have been chapter based activities but communicative in nature. They were designed 
purposely in such a way so that the students, the teacher and the school may not suffer 
from any academic loss and complain about it. After completing seven days of 
teaching with activities the questionnaire was given. It was meant to see how far the 
approach has been successful with the students.  
 
The second week of the study was marked with controlled instruction done by the 
subject teacher. The researcher acted as a non-participant observer, least affecting the 
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teacher and the students. The teacher took four classes to complete one chapter. Three 
of them were devoted to explanation of the lesson and one for the discussion of 
exercises. With the completion of the entire chapter the students were asked to write 
the discussed questions followed by the questionnaire in the given sheets.  
 
3.5 THE TOOLS OF DATA COLLECTION 
In order to collect the data of this study the questionnaire, video and audio recorders, 
interview, the observation checklists and the anecdotal records have been used.  
 
1) Questionnaire: The study has given great importance to the questionnaires. It 
has been entirely dependent upon the significant results of the two questionnaires. 
Their main purpose has been to compare the derived results in order to investigate the 
effectiveness of both the approaches. The data collected from each has been described 
as the feedback of the experimental and controlled approach implemented in the class. 
They have been objective in nature having multiple choice items. For further analysis 
this data has been converted in tabular and graphical form using the software SPSS 
version 16.0.  
The structure of the questionnaire aimed for the experimental instruction has been 
short and simple. It has been done to assure the reliability of the students. There were 
fifteen questions each comprising of four alternative options. The options of each 
question were different from each other. The question sequence was intended to 
acquire general to specific information. It addressed nine questions inquiring the 
understanding level, the interest level, motivation of students, the comfort level in 
groups activities, helpful in interaction, participation and the friendly learning 
environment on the basis of overall performance of the activities. The remaining 
questions were intended to be more specific like the improvement level, which skill 
showed more improvement, which factor revealed improvement, which form of 
participation individual or group performance showed better improvement in the 
learning of oral skills.  
The questionnaire's structure aiming for the controlled instruction was smaller in size 
than the one for the experimental instruction. It comprised of nine questions each 
having three options. The questions were created on the basis of overall understanding 
of the exercises and lesson. It explored interest level, motivation, understanding and 
difficulty level of exercises and lesson, frequency of practising listening and speaking 
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skills in the class, better understanding of the lesson with the help of communicative 
activities. 
 
2) Interview: The qualitative data was collected from the interview of the subject 
teacher. The unstructured interview of the assigned teacher has given insights 
regarding the methodology he adopts in the teaching of Compulsory English. It is 
generalized that the method is adopted by all the teachers of this institution. It also 
includes some contrasting and contradicting statements which are dealt with in the 
result. The purpose of the interview was not to criticize the subject teacher's 
methodology but to bring out the reason of incompetency of learners in English by 
comparing his method adopted in the teaching of Compulsory English. 
 
3) Recorders: Two gadgets (Titanium S5 and Sony Xperia) were used to record 
the listening and speaking performances when the activities were implemented by the 
treatment teacher. The researcher recorded the responses in audio with assistance from 
a research colleague who was employed to make video clippings of the students’ 
performances.  
 
4) Observation Checklists: Observation is another significant tool used in this 
study. It has helped in tracing out some conclusive points which has strongly 
supported the variables chosen for comparison. They have been incorporated in the 
findings and result of the study. It has been carried out by the researcher. She has 
observed and given her opinions regarding the methodology which has been used by 
the teacher thereby generalizing the traditional instruction followed by the teachers of 
AMU teaching at intermediate level. It is not meant to criticize their methodologies 
and techniques. With the help of this study a way of improvement has been presented.  
Four checklists have been prepared after observing four classes. Three classes have 
been held separately which dealt with the explanation of the lesson whereas the one 
class dealt with the discussion of exercises. They have been subjective in nature with 
open ended questions. An observation checklist has consisted of seven questions 
which have been meant to examine the motivation level, participation, teacher or 
student centred class, the practise of listening and speaking activities, emphasis on the 
teaching of skills by the teacher and the learning environment created by him. 
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5) Anecdotal Records: It is also one of the observation tools used in the study. It 
is regarded as self-observation of the treatment teacher who has prepared it after 
executing the communicative activities in the class. She has prepared seven anecdotal 
records which have been subjective in nature but have not been structured. An 
anecdotal record is a researcher log which has provided a report of each day regarding 
the activity, the class events and the performance of the students. It has included 
certain aspects like motivation, participation, presentation and response of the 
students. These are referred in the result of study. It has also presented some non-
representative aspects like brainstorming of students which has not been the part of 
result but helped in the planning of the activities.   
 
  
 
 
 
 
 
 
 
Chapter 4 
Data Interpretation and Analysis 
 
 
 
 
 
 DATA INTERPRETATION AND ANALYSIS 
 
4.1 INTRODUCTION 
This chapter deals with the interpretation of data. It has given a detailed description 
of the procedures which were involved in the data collection and analysis of data. 
4.2 DATA COLLECTION PROCEDURES 
In August 2014 when the school reopened after summer vacations the researcher took 
formal permission from the Principal of Senior Secondary School (+2) Girls of 
Aligarh Muslim University. With the consent of the subject teacher she was permitted 
to conduct her study along with the observation of Compulsory English classes so that 
the students and teacher may not suffer from any academic loss.  
The researcher started her study in the first week of August. In a two week study she 
planned with the teacher to implement the experimental approach and controlled 
approach in each week separately. Two chapters were chosen from the main course 
reader Hornbill because they have same level of difficulty as informed by the teacher. 
For the activity based instruction "We're not afraid to die.... If we can be all together" 
and for the traditional instruction "Discovering Tut: The Saga Continues" were 
selected. Firstly, both the approaches were compared on the basis of their 
effectiveness keeping the variables of comparison constant. Secondly, this study has 
described which instruction has tended to be more productive in the teaching of oral 
communication no matter which lesson or item has been taught. That is why the 
selection of two different chapters has not been considered a problematic issue. 
In the first week of study the researcher introduced the activity based instruction. She 
designed nine activities each having different objectives. They were totally chapter 
based activities but communicative in nature. Each of them was made in such a way 
that the group activity could be used as a teaching strategy so that there was more 
scope of interaction except one. Four of them were meant to test listening skill and the 
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remaining five were speaking activities. The following table represents the schedule 
of the activities executed in the first week of the study. 
Table 4: A Schedule of Implemented Activities with their Objectives. 
Day Skill 
Activity 
Objective Group/Individual No of students 
participated 
Day 1 Speaking Retelling a text in 
their own words 
Group 12*x3' = 36 
Day 2 Speaking Retelling a text in 
their own words 
Group 10x3 = 30 
Day 3 Listening Listen and sequence 
the event strips 
Group 20x3 = 60 
Day 3 Listening Listen and sequence 
the event strips 
Group 20 x3 = 60 
Day 4 Listening Listening for 
comprehension 
Individual 30x1 =30 
Day 5 Listening Listen and identify 
the description 
Group 19x3 = 57 
Day 5 Speaking Describing an 
object/thing 
Group 6x3+3x4=3-0 
Day 6 Speaking Small talk informal 
conversation 
Group 10x3 = 30 
Day 7 Speaking Small talk informal 
conversation 
Group 10x3 = 30 
Note: 
*: Total number of groups participated in a activity. 
́ : Number of students present in a group. 
The purpose of using two speaking activities in day 1 and 2 was to get familiar with 
the lesson. Their objectives were to retell the text given to them in their own words. 
10 groups were formed each having three students. In the duration of 40 minutes of 
class all the group representatives were selected and they presented. The remaining 
three students of each group participated in the discussion and preparation stage. On 
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the third day two listening activities were conducted. They were meant to test the 
understanding of the lesson with the objective to arrange the event strips sequentially 
by listening to the summary of the lesson. The class was divided into 20 groups in 
both the activities. The lesson was segregated into two sections each holding 10 
events with their respective summaries.  
On the fourth day listening comprehension was tested individually. Its objective was 
to listen and identify wrong words in the text. The reason for arranging individual 
participation of the students was that they could judge their performance and find out 
the difference that in which form of participation either group or individual 
encouraged them. On the fifth day of execution listening was followed by speaking. 
Both the activities were related to each other. The listening activity helped them to 
recognize different parts of a boat. Its objective was to listen to the description of each 
part and identify them in the picture of a boat. The speaking activity allowed the 
learners to form a description of a boat with the objective of describing an object. The 
verbal stimulus was also given in terms of colour, material used, cost, functionality, 
shape and size.  
Lastly two role plays were carried out in day 6 and 7 forming 10 and 10 groups 
respectively. These activities were designed to practice small talk informal 
conversation on planning a trip and giving suggestions to health problems 
respectively so that they could get exposure to real life communication in the class. In 
the role-play activities each group member performed. Since they never encountered 
with a conversation activity in their traditional class they were aided with the useful 
phrases, fill in the blanks and match the column. The treatment session of a week 
ended with the administration of the questionnaire to collect the feedback of the 
learners.  
All the communicative activities were implemented at the guided level. While 
designing the activities the researcher managed to provide them with printed materials 
and prepared supplementing aids with them. It included useful phrases, event strips, 
summary of the lesson, five/six divided texts of the lesson, a picture of boat, a text full 
of errors, fill in the blanks, match the column, a sample of conversation to scaffold the 
students' performances. Their performances were tested without informing them that 
they were being evaluated. It was meant to help students to work without fright. These 
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activities originated from the chapter and shifted to the real life conversation. Seven 
anecdotal records were also prepared which was the self-observation of the 
researcher. She reported in her records how she managed and executed the activities 
each day. 
In the second week the researcher was a non-participant observer in the traditional 
classes of Compulsory English. A careful observation was undertaken. The subject 
teacher completed the lesson in four classes conducted daily according to the allotted 
timetable. Three classes were engaged in the explanation of the lesson and one was 
held with the discussion of exercises given at the end. The researcher after observing 
each class prepared observational notes on some aspects like motivation, 
participation, frequency of practicing of speaking and listening skills, skills or items 
taught in the class and the nature of learning environment. After completing the 
chapter they were allowed to write the exercises which they discussed with their 
teacher. Their feedback was recorded in the written form when the questionnaire was 
administered. Besides this, interview of the subject teacher was conducted by the 
research. 
4.3 DATA ANALYSIS 
The study incorporates both the qualitative and quantitative data for analysis. The 
quantitative data collected from the study was statistically analyzed using Statistical 
Packages for Social Sciences 16.0 (SPSS). Using SPSS programs the data gathered 
from both the feedback questionnaires were compared graphically. They were also 
interpreted in the tabular form for comparing students' responses in both the 
approaches. To make the comparison easier two values maximum and minimum of 
each variable were compared and represented in the form of yes/no. The interpretation 
of yes included 'all of them'; 'always' and 'both listening and speaking' options of 
questionnaire 2 and 'yes' of questionnaire 1(see appendix 49).  The interpretation of 
no denoted negative options like 'no' and 'never' of questionnaire 1 and 'none of them' 
and 'never' options of questionnaire 2 (see appendix 50). The performances of 
students in the exercises were evaluated with the maximum marking of 35 giving 
equal weightage to each question. Then their scores were analyzed using the four 
point rating scale and percentages. Likewise, the evaluation of the students' 
performances in the activities was carried out. The rating scales of four listening 
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activities and rubrics of five speaking activities were created by the researcher herself. 
Categorizing their responses in percentages they were compared with those scored in 
exercises. The unstructured interview of the subject teacher, four observation 
checklists and seven anecdotal records of the researcher were compiled as qualitative 
data and used in the interpretation of the result. 
 
 
 
 
 
 
 
 
Chapter 5 
Result and Discussion 
 
 
 
 
 
 RESULT AND DISCUSSION 
 
5.1 INTRODUCTION 
The major focus of this study is to investigate the effectiveness of activity based 
instruction in the teaching of oral communication. This study is directed to address the 
following objectives: 
1) Is it effective to implement the activity based instruction in the teaching of 
oral communication at the intermediate level of Aligarh Muslim University in Senior 
Secondary School (+2) Girls? 
2) What are the perceptions of the subject teacher regarding the implementation 
of the activity based approach and traditional approach in the teaching of Compulsory 
English in Senior Secondary School (+2) Girls at Aligarh Muslim University? 
 
5.2 RESULT 
A mixed method analysis is used to address the two research questions stated above. 
It has integrated both the qualitative and quantitative data in the result when dealing 
with both the research questions.  
 
5.2.1Research Question 1: Is it effective to implement the activity based instruction 
in the teaching of oral communication at the Intermediate level of AMU in Senior 
Secondary School (+2) Girls? 
 
The aim of the questionnaires 1 and 2 was to collect the students' responses regarding 
the implementation of both the treatment and controlled instruction. The data 
collected was examined by SPSS program. Having 15 and 9 items in both the 
questionnaires of approaches respectively, the following variables were chosen for the 
comparison: 
1) Motivation of students 
2) Students' Comprehension 
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3) Participation of students 
4) Skill/item taught for interest 
5) Difficulty level  
6) Area of difficulty and their improvement 
7) Interactive nature of the activities and exercises 
8) Performance of students 
9) Preference of  the activities over exercises 
 
1) Motivation of students: According to the data collected 76.7% of the students 
were encouraged to participate in both the listening and speaking activities where as 
only 6.7% of them felt motivated in the traditional teaching. 3.3% in the controlled 
instruction and 23.3% in the experimented instruction felt prompted. The significant 
difference is that 90.0% of the students could not find the exercises encouraging 
where as none of them were exempted from motivation in the activities. This 
indicated that the treatment effect was more effective in promoting motivation and 
encouraging them to participate in the class. This is shown both graphically and in 
tabular form in graph 1 and table 5 respectively. 
 
2) Students' Comprehension: 90% of the students chose 'all of them' in 
understanding both the activities of listening and speaking where as only 3.3% 
understood the exercises effectively. 6.7% and 3.3% of the students indicated that the 
activities were not easily comprehended at times. They were pointed out as 'few of 
them' and 'some of them' respectively. It was opposed to 33.3% who could not 
understand exercises easily in the traditional instruction. 63.3% of them could not 
understand exercises at all which strongly develop a contrast of understanding the 
activities as whole which was 0.0%. This implied that the activities helped learners to 
understand better and more easily than the exercises. The graphical and tabular 
representation has been shown in table 6 and graph 2. 
 
3) Participation of the students: The following tables discuss the participation 
of students in the activities and exercises. 
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Table 7: Participation of the Students in Activities 
Activity Number of students 
participated (n) 
Form of 
Participation 
Act.1:Retelling the text 12x3= 36;  
(30+6). 
Group 
Act.2:Retelling the text 10x3= 30; 
(30+0). 
Group 
Act.3:Listenand sequence 20x3= 60; 
(30+30). 
Group 
Act.4:Listen and sequence 20x3= 60; 
(30+30). 
Group 
Act.5:Listen and identify 19x3= 57;  
(30+27). 
Group 
Act.6:Describing an object 6x3+3x4= 30;  
(30+0) 
Group 
Act.7:Listen to comprehend 30x1=30;   
(30+0) 
Individual 
Act.8:Small talk conversation 10x3=30;  
 (30+0) 
Role play 
Act.9:Small talk conversation 10x3=30;   
(30+0). 
Role play 
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Table 8: Participation of the Students in Exercises 
Questions in Exercises No. of  
Questions 
No. of 
students   
participated 
Form of 
Participation 
1)Understanding the text 9(Q1- Q5)  N.A.=12 
A.A.=10 
S.A. =08;   
Individual 
2)Reasoningfor justification 
 
    4(Q6) A.A=30;    Individual 
3)Vocabulary 
 
   2(Q8) N.A.=23 
S.A.=07;    
Individual 
 Q9 N.A.=25 
S.A.=05;    
Individual 
4)Language 
 
3(Q7) N.A.=30;   Individual 
 
 
As shown above the students were made to practice group activities. In activity 1 to 
activity 6 there were 12, 10, 20, 20, 19 and 9 groups each having three and four 
students depending upon the distribution. All the group members discussed the 
text/activity together during the preparation stage. On behalf of their groups one 
representative was chosen by the group members to deliver the presentation which 
was recorded. 10 groups were arranged in both the small talk conversation activities. 
When the role plays were conducted in the activities 8 and 9 all the group members 
performed in the preparation and presentation stage. The form of participation of the 
students inactivity 7 was individual and all the thirty students participated. In table 8, 
the participation in exercises of students is indicated question wise. It is clear that the 
question of reasoning for justification showed all questions were attempted by all the 
students (A.A) whereas in understanding the text it is only 10 only. In the remaining 
questions none of the students attempted all questions. Some of them (S.A) is evident 
in the vocabulary based item which is 7 and 5. Otherwise 23 and 25 is indicated to be 
the questions which are not attempted (N.A) at all. While implementing the traditional 
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instruction the participation was also categorised in the qualitative data on the basis of 
two sessions when the lesson was taught to them. They were 
a) Explanation session: According to the observational data none of the students 
were found to participate. While explaining the lesson the teacher read the chapter by 
himself. The dull and passive involvement showed that even if they knew the answer 
they did not respond. At times they were noticed to answer only when asked the 
meanings of words.   
b) Discussion session: While discussing the answers only 3 students were found 
responding. Though they responded but it was a forced participation which implies 
that the teacher had to filter answers through excessive use of simplification 
techniques and prompts.  
Graph 3: Participation in Activities 
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These two graphs indicate that the participation of the class was a serious problem in 
both the instructions. In both the graphs a similar wavy pattern of their participation is 
noticed. Their comparative values are 10, 30, 5,7 and 0 which is opposed to 36, 30, 
60, 60, 57, 30, 30 and 30. The maximum participation of the students in the exercises 
was 30 and 80 in the activities. It was pointed out that the maximum value attained in 
the activities was more than the sample number which was never reduced to 0. But in 
the exercises the maximum participation was the sample itself which was reduced to 
0. Thus, it indicated that the treatment effect facilitated the participation of students 
more effectively though declined. 
 
4) Skill/item taught for Interest: In the analysis of both the questionnaires it 
was noticed that both the listening and speaking activities in the activity based 
instruction and vocabulary in the traditional instruction was taught to generate interest 
among students. According to the data 70% of students found both the skill activities 
were interesting and encouraged them to participate whereas the interest for 
vocabulary in the traditional class was not countable. 20% of the students found the 
listening activities and 10% of them found the speaking activities more interesting 
than exercises which were 23.3%.  76.7% of the students could not develop interest in 
the teaching of vocabulary and stand distinctively against the experimental teaching 
which was found to be 0. Thus, the chosen interest developing parameters were more 
successful in the activity based approach than the traditional approach. It is shown 
both graphically and in tabular form in the graph 5 and table 9 respectively.  
 
5) Difficulty level of students: In the teaching of activities 73.3% of the students 
found both the listening and speaking activities were easy to understand which 
strongly contrasted with 3.3% who were able to understand without difficulty in doing 
the exercises. On the other hand those who found difficulty in exercises was 90% but 
was not countable in the teaching of activities. Those who did not encounter difficulty 
in listening and speaking was 6% and 2% respectively. It was discovered that 6.7% of 
the students faced some difficulty and were categorised in 'some extent'. This is 
shown in the graphical and tabular representation in graph 6 and table 10 respectively. 
 
6) Area of Difficulty and its Improvement: This comparison is quite interesting 
as given in table 11. In the data analysis of the activities two areas were detected to be 
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more problematic and complicated. 33% of the students stated that thinking and 
preparation of performance; and 40% identified presentation to be more challenging. 
With the teaching of the skill activities these challenging areas showed improvement 
simultaneously. As a result 43% of the students enhanced presentation and 36.7% 
were able to improve their thinking and preparation. On the other hand 50% of the 
students faced difficulty in questions and answers and 46.7% in word meanings. Their 
improvement was examined on the basis of questions they attempted. The questions 
and answers were divided into three sections. In section A and B only 33.33% 
and100% respectively were discovered attempting all the questions. Section D was 
not attempted by anyone. In both the questions of section C none of them attempted 
all the words correctly. 23.3% and 10.6% were noticed to write some words with 
approximate meaning. 
 
7) Interactive nature: The students found the activities more interactive than the 
exercises. It was because 86.7% of the students discovered them more helpful in 
communicating. 3.3% and 10% of the students chose to be ‘rarely’ and 'sometimes' 
helpful in interaction respectively. It was strongly opposed to 23.3% who found 
exercises interactive to 'some extent'. 76.7% of the students could not find that the 
exercises were helpful for communication whereas in the case of the activity based 
instruction the number of students were not countable in the teaching of activities. 
This is indicated graphically and in the tabular representation in the graph 7 and table 
12. 
 
8) Performance of Students: This variable represents the comparison between 
performance of the students in the activities and exercises. The performances of the 
students in four listening activities were evaluated by forming rating scale of four 
point. In the speaking activities the performance was examined on the basis of rubrics 
where as the exercises were assessed with the maximum score of 35 thereby creating 
a rating scale of their performance with help of four point scale. The following table 
13 shows the scores attained by them in the exercises and activities in percentages. 
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Table 13: Comparison of Students' Performances in Activities and Exercises 
Activity/ Exercises Score Percentage (%) 
Activity 1 4                     10.0 
 3 50.0 
 1 40.0 
Activity 2 4 10.0 
 3 50.0 
 2 10.0 
 1 30.0 
Activity 3 4 70.0 
 3 20.0 
 2 10.0 
Activity 4 4 80.0 
 3 20.0 
Activity 5 4 90.0 
 3 10.0 
Activity 6 4 66.7 
 3 33.3 
Activity 7 4 26.6 
 3 63.3 
Activity 8 4 40.0 
 3 60.0 
Activity 9 4 20.0 
 3 70.0 
 2 10.0 
Exercises 1 23.3 
 0 76.6 
 
From the above table it is clear that 70%, 80% and 90% of the students in activities 3, 
4, and 5 respectively showed excellent performance except in activity 7 in which 
63.3% of the students gave good performance in the listening activities. In the 
speaking activities the second score of rubrics indicating full, proper and strong 
understanding with little hesitation was achieved by most of the students that is 50%, 
50%, 60% and 70% in the activities 1, 2, 8 and 9 respectively except in activity 6 
which was 66.7 % of students showed good understanding and clarity of the topic 
with the eloquent speech and distinctive volume and pitch that was first score of its 
rubrics. On the other hand 76.6% and 23.3% showed poor and fair performances 
respectively in the exercises. This implies that the treatment effect was more 
productive which resulted in acceptable and excellent performances of more than 50% 
of the students.  
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9) Preference of the activities over exercises: Some of the findings in the 
summary of statistics were found to be exceptional which indicated in the table 14the 
choice of learning activities over exercises by the students. In the other words, the 
preference of the activities over exercises. They were included in the questionnaires 
having comparison within the questions and improvement in different areas. They are 
as follows: 
a) 56.7 % of the students found the activities more interesting than the exercises. 
40.0% and 3.3% chose 'some of them' and 'few of them' respectively.  
b) 50% of the students preferred group participation to be undertaken in the class 
sometimes and 36.7% wanted such to be practised 'always' in the teaching of a lesson. 
Those who wanted only at times and never to be conducted in the class were figure 
out to be 6.7% as 'rarely' and 'never'.  
c) When the teacher taught them the lesson through the traditional approach,  
90% of them showed interest to be taught through the communicative activities which 
helped them to understand better and 10% wanted only at times and chose to 'some 
extent'. 
d) With the implementation of activities the students were made to practice the 
oral skills in the class; four listening activities and five speaking activities in a week. 
On the other hand none of exercises focused learning of oral skills. Although they 
were observed to engage in speaking at times but could never find students to practice 
effective listening. When they were asked  90% of the students stated that they never 
practice listening skill and 10% stated only at times; the practice of speaking skill was 
identified to be76.7% and 23.3% as 'never' and 'sometimes' respectively. 
 
e) Improvement:  
 73.3% of the students found improvement in generating ideas and thoughts the 
implementation of activities. 
 With the help of group activities 43.3% were able to overcome their hesitation 
and inhibitions. 
 The skill activities were helpful to 80% of students and showed drastic 
improvement in their performance. 
 The application of group work was found to be successful wherein 66.7% of 
the students were comfortable while performing.  
xix 
 
7) Preference of Activities over Exercises: 
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 73.3% of the students showed improvement in both listening and speaking 
skills through communicative activities. 
 93.3% of the students felt that language was taught in a friendly learning 
environment.  
 
5.2.2 Research Question 2: What are the perceptions of the subject teacher regarding 
the implementation of the activity based instruction and traditional instruction in the 
teaching of Compulsory English in Senior Secondary School (+2) Girls at A.M.U.? 
After analyzing the responses of teacher some subjective conclusions were drawn. 
They are stated below. 
1) Emphasis on skill/item taught: The interest of the students according to the 
subject teacher in the traditional class was generated by teaching vocabulary. He said: 
Generally the learners get puzzled with vocabulary especially the difficult 
words. If a learner comes across with three or four difficult words and he is 
unable to get its meaning the interest gets killed ... If you will teach them 
vocabulary they will show you interest. It generally happens also. 
This perspective of the teacher was formed, as observed, because the exercises and 
lesson gave deliberate attention to the vocabulary items. It was also supported by 
other teachers who shared their experiences among themselves as stated by the 
teacher. In the beginning of each lesson some difficult words were specified in the 
text. It became obligatory for a teacher to discuss them before starting a chapter. 
These words along with the other words were found to be written in bold within the 
text. Further, in the exercises there were two vocabulary based questions. Since it was 
chosen as an item of interest it must be reflected in the performance of students. 
Contradicting, most of the students left the word meanings exercises when their 
answers were examined. Secondly 46.7% of students found difficulty in responding to 
vocabulary based items according to the data collected through questionnaires. 
 
2) Motivation of students: Motivation is one of the essential effective factors on 
which a good language learner depends. "motivation concerns what moves a person to 
make certain choices, to engage in action, and to persist in action" (Griffiths 2008: 
19).  From the observational data the motivation of the students were found to be nil. 
Secondly the teacher himself considered, "it is not important for teachers to motivate 
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but to generate interest". The point of discussion is that the learners of traditional 
classrooms never learn a language for their personal interest. It is important to induce 
motivational factor explicitly. It was studied "extrinsically motivated [learners]. . . 
display much higher levels of involvement in learning, engage in more efficient and 
creative thinking processes, use a wider range of problem-solving strategies, and 
interact with and retain material more effectively" (2008: 21-2). Also it is not 
something which can get instilled just by explaining and discussing the concept. It 
totally depends on a teacher to stimulate students instead of holding misconception 
that some of the students get motivated by listening others performing to an extent.  
 
3) Group work: The main purpose of introducing group work in activities was 
to foster interaction and participation. The impact of group work increased the 
participation of students. They started learning on their own instead of being imposed 
on. When the learning is undertaken by choice it reflects in better understanding and 
performance (Griffiths 2008). On interviewing, the teacher strongly opposed the 
application of group work. According to him: 
if you ask to interact in groups they will never negotiate each other instead 
they will get engaged in personal conversations. . . . [secondly] in this class 
there are 90 students in which 50-60 students usually attend the class and if 
the class of 50-60 students are divided into groups, large groups will be 
formed. 
It is indicative that the application and managing the large groups is challenging for 
the teacher. The text itself incorporates pair work in one of the sections of exercises 
but he preferred to discuss it individually.  
 
4) Practise of Oral Communication Skills: Listening and speaking skills are 
well understood to be neglected skills of Indian ESL traditional classrooms. This was 
undoubtedly stated by the instructor of the institution that the syllabi and courses did 
not include listening and speaking skills. Due to which their teaching was considered 
involuntary. It solely depends upon a teacher how he/she integrates it with the skills 
which are being tested and taught. The instructor integrated listening with reading. He 
assumed that when he was reading the lesson, listening was evidently taking place 
which was not so. "If there is lack of speaking and listening that's because I m giving 
input output you can see in exercises". 
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While observing the classes by the researcher the exercises caused the students to 
undergo for imposed and selective participation. Secondly, speaking in the text is 
restricted to pronunciation which is not usually taught by teachers as reported by the 
instructor. Thus a deliberate learning was not found in the class which could help 
learners to practice effective listening and interact confidently. This resulted in an 
overall negligence of oral skills.    
 
5.3 DISCUSSION 
 The effectiveness of the experimental instruction was evident from the summary of 
statistics of the result. Its findings are discussed and elaborated with the help of 
chosen variables stated earlier. 
 
The interest of students is of paramount importance in a learning environment. 
Learning of a language is considered to be successful only if students show interest in 
a class. According to the subject teacher who participated in the study, the teaching of 
vocabulary was chosen as an item of interest. Apart from this it was declared as a 
mark of impression which was given priority by the instructor himself. From the 
pedagogical point of view, a teacher could not restrict the teaching of an item or a 
skill for generating interest for a long duration of time. The interest of students differs 
from class to class over a period of time. There always exists inconsistency in 
captivating students with one reason. 
 
Seeking attention towards vocabulary may be due to different reasons other than 
interest like testing of vocabulary which contradicted the observation of the instructor. 
A teacher must foresee the reason before reaching to a final conclusion. Giving 
priority to an item/skill over the other is doing injustice with the teaching and learning 
of a language. It is mandatory to give equal importance to every item and skill by a 
teacher and text no matter if it is not tested. 
 
Secondly, the students of the intermediate level are not good decision makers. They 
are dependent on what is being taught or tested in a class. Also, the students' 
performances in the exercises showed that maximum students left the questions which 
were meant to assess vocabulary. An interest holding item would never lead to the 
rejection in its presentation. Besides this, some of the words were noticed to test the 
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referential and prior knowledge of the students. That is, there were six medical terms 
which were not included in the text and not discussed by the teacher in the class. Only 
those who knew or those who were able to infer the meaning from the word itself 
attempted to the satisfactory level which was 10%. Since the students belonged to 
science background it might had helped them to relate the meaning of medical terms 
but it would be difficult for the students who belong to other streams like humanities, 
social sciences and commerce.  
 
To a contrast, speaking and listening skill-activities did not categorize the students in 
terms of disciple and background knowledge. They turned out to be more interesting 
than vocabulary. It may be because of introducing new teaching items in the class. 
The excessive emphasis on the vocabulary items by the teacher and text were bound 
to create misconception that the vocabulary is important for learning a language. They 
influence learners' behaviours.  
Ellis (1988) has shown that practising linguistic structures is often not 
effective in enabling learners to use new structures autonomously— ̒practice 
does not make perfect̕ as Lightbown (1985) puts it. This is because practising 
a structure in a mechanical way reifies the structure by decontextualizing it 
and thus does not affect . . .  behaviour. To change behaviour (i.e. develop 
automatic processes) it is necessary to provide practice of the actual behaviour 
itself. In the case of language learning, 'behaviour' must entail attempts to 
communicate. Thus, for practice to work it must involve learners producing 
the target structure in the context of communicative activity (Ellis 2003: 146).  
 
The traditional instruction failed to promote motivation among the students of 
Compulsory English. Some unreliable assumptions of the traditional classroom 
practices were stated by the teacher in his interview. 
1) In a class of 40 minutes only 7-8 students remain motivated. 
2) Even if 7-8 students are interacting other students are listening to them. They 
also get motivation from them. 
3) It is not important for teachers to motivate but to generate interest. 
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According to the teacher, a class was evaluated on the basis of the performance of a 
few students. The teacher targeted only 7-8 students who acted upon as a result of 
compulsion and fear of punishment. He was observed to expel pressure and stress at 
the level of prestige. The students were burdenized and became the victims of a 
learning situation. A learner could never feel motivated in a stressful environment. It 
is necessary for a teacher to ensure education-friendly environment to develop 
language learning motivation. For a successful language learning it is pertinent to 
regulate it but the learners of intermediate level suffer from self- motivation (Griffiths 
2008). They totally rely on the institutional goals like course work requirements, 
examination and sessional scores, attendance, completing syllabus etc. It is beneficial 
for learners to explore the language at their personal level.  
 
Dull and autonomous traditional practices of a language class make learners 
dependent on their teachers which could not keep every learner interested all the time. 
It undermines learners autonomy to a great extent. It is essential for a teacher to have 
an intensive study of the students' needs, interest, weaknesses, abilities etc. The 
conclusion drawn on the grounds of performances of a few students could yield 
unsatisfactory results. The use of teaching strategies and techniques derived from such 
conclusions may be applicable to a small set of students but could not work with the 
entire class. A proper training must be given to instructors of the institution time to 
time. It may help them to improvise their classroom teaching practices regarding 
motivation and interest. It also allows them to reconstruct their misconceptions which 
are significant in terms of pedagogy. 
 
One of the major challenges of a teacher-fronted class is participation of learners. In 
this study a careful observation was undertaken to examine learner's participation 
from different perspectives to determine the involvement of students in the class. 
When dealing with the explanation of the lesson their participation was not 
determined. Only three students sitting along the teacher's desk were found to interact 
in inaudible voice. It was surprising to observe that they were not willing to respond 
even if they knew the answer, although many techniques like exemplifying the text 
with familiar or personal experiences, asking easy words and basic descriptions were 
repetitively employed.  
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In the discussion of exercises the teacher was found to struggle for their participation 
by making excessive use of simplification techniques. It resulted only in enforced 
participation ridded with fear and compulsion. The pooling of answers urged the 
students with the delayed response. It gave rise to the selective involvement of the 
learners. As such it could not bring them by their own choice but helped the teacher to 
proceed in the class.  
 
Lastly their participation was determined on the basis of number of questions 
attempted by the learners in writing their exercises. The questions in the exercises 
were divided into four sections which focussed on understanding of the lesson, 
reasoning for justification, language and vocabulary. Among these, every student 
attempted the section dealing with reasoning for justification. It was opinion based 
and not confined to the text comprehension. It dealt with the general issues where 
they could approach the problem with the help of practical knowledge. The questions 
were close to their personal experience that encouraged them to do by their own 
because all the learners were not involved in the discussion.  
 
The section which aimed to test understanding of the lesson was not attempted by all. 
The students who comprehended the lesson or paid attention during discussion were 
able to do but not all of them. Language focusing section was not dealt by the teacher 
so they left language related questions. The vocabulary based section was observed as 
a choice in the performance. That is if they knew or were able to infer meaning from 
the word itself was attempted otherwise most of the students left it. 
 
It is mandatory for the teaching of a language to present a model of the target 
language through its exposure and authentic resources. In a traditional class it was 
discovered that the practice of language was superseded with the teaching of linguistic 
structures and the history of a language. The skill-based activities exposed the 
learners with the communicative use of a language. They were given opportunities to 
experiment the target language by their own in the natural environment. It presented 
them with the real world communication through group work and role-play activities.  
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The role-play activities simulated real life situations in the class. It helped the learners 
to carry out the language outside the class which is not done traditionally. The basic 
problem that learners of a traditional class face is that they fail to communicate when 
they are held up in the roles of real world life. The simulated learning environment 
proposed through the activities encouraged them to participate. It guided them to 
discover their potentials of which they were ignorant. Such type of learning offered 
them with motivating contexts and facilitated them to deal with the problems which 
cause obstruction in their communication like hesitation and low confidence. It 
intended to develop skills which influence their aptitude, autonomy and affective 
factors in their language learning.  
 
The application of the group activities was done with the aim to maximise the 
participation of learners. The teacher was found to complain that the learners 
withdraw from a learning situation even if they comprehend it well by their own. As 
opposed to it, the group activities propagated their involvement at the expense of 
giving performance by their choice. The learners wanted to perform by their own will 
instead of being forced or imposed on. At times they wanted to perform even when 
the class was over. Although in the traditional set-up they wanted the teacher to let the 
class go as soon as possible. 
 
A forced participation always brings negative impact on learners. It develop learners 
with an attitude to get rid of burden which should not be. The section dealing with the 
understanding of a lesson was marked by their enforced involvement with the 
'excessive' use of simplification techniques. It caused the students to perform in 
silence. These techniques imposed on them a pressure to understand the lesson which 
could not help them to comprehend. It allowed few learners to act upon with the 
delayed response on the moment but rejecting by majority of them.  On the other hand 
the reasoning section was noticed to give improved participation. It involved personal 
judgemental opinions on the general issues which increased the scope of discussion as 
stated by the teacher. As a matter of fact, personal preferences and involvement 
always bring learners to perform in any instruction. That is why group work was 
endeavoured as an objective during the implementation of an activity based 
instruction.  
 
Result and Discussion 
 
Page | 118  
 
When the learners perform as a group they feel comfortable in the learning situation. 
It lowers the anxiety of weak or incompetent students and "develop the attitudes and 
skills they need to interact effectively" (McCafferty, George M. Jacobs and Christina 
DaSilva Iddings 2006: 36). The pressure and burden of dealing with a learning 
problem is divided among the group members. It is resolved by their cooperation and 
coordination. Although the formation and management of groups in a heterogeneous 
class is difficult but a group manages to share and transfer the relevant information 
from the weaker or novice learners to the competent or knowledgeable learners 
through mutual understanding. It engages every learner in the activities thereby 
creating a positive interdependence on each other. It promoted learning to happen 
with a more healthy and competitive spirit. It is opposed to individualism which is 
focussed in the traditional class. With the help of group activities a supportive 
environment was created which allowed the learners to face their language related 
problems more easily.  
 
Listening and speaking do not exist on their own in a teacher-fronted pedagogy. They 
are always associated with those items or skills which are tested or included in the 
syllabus. When the instructor was interviewed he corresponded listening with the 
reading of a text. He stated when the text is read in the class the students are evidently 
practicing listening. It contradicted when the observation was carried out. The 
learners preferred to remain engaged in their own work except the few who were 
sitting next to the teacher's desk.  
 
To practice effective listening it is necessary for learners to operate with a number of 
skills which help them to comprehend a spoken text. It can only be possible if they are 
trained to listen. They must prioritise their interest in listening. The speaking was 
understood in the class only to the extent when learners were asked whereas the text 
confined speaking to pronunciation. Pronunciation is one of the aspects of speaking 
skill which helps learners to improve their accent but cannot offer them opportunities 
of negotiation. On the personal account of the teacher, he said that he use to allocate 
his introductory classes hardly 2 0r 3 in explaining how to improve their oral skills 
which takes place annually only during the beginning of a session. It may not be 
practiced by every teacher of the institution. Thus, their improvement and practice 
was totally left to the learners in the traditional class. 
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The implementation of the activities was successful in promoting the oral skills of the 
learners which they never practice in their Compulsory English class. They 
confronted them with a wide range of opportunities which indulged them in small talk 
and turn talking. With the purpose of communication they engaged in problem-
solving activities.   
When the learners engage with the tasks as problem-solving activities 
(Widdowson 1990), they find themselves under a situation in which they are 
highly motivated, have less stress, anxiety and apprehension; and are finally 
well prepared to participate in classroom interactions with the highest self-
esteem and self-confidence. This active engagement in class will lead to a 
good result - learning English language better (Akbarnetaj 2005). 
The activities presented the students to work in different contexts which helped them 
to work and develop their communicative skills. All the activities aimed to bridge the 
communicative gaps allowing them to practice thinking and sharing with their own 
knowledge and opinions on a wide range of topics. They exhibit a communicative 
purpose which helped them to socialise in the class. It was an advantage of the study 
sample (30) that most of the students were having enough language competence and 
gave intelligible performances otherwise research had proved it is a big challenge for 
a teacher to make his or her students speak without proper training. It is difficult to 
make learners practice oral skills of a language without its exposure when learners are 
second language learners (Griffiths 2008). 
 
The traditional class never paid attention on the formal training and functional 
practice of the target language. It could lead to the deterioration of students’ language 
competence. When they performed activities they practiced the oral skills effectively 
but when they performed in a traditional setup they could not. The reason was of the 
exposure of target language and interactive environment which beheld them to 
interact with each other.   
 
The execution of four listening activities in the activity based instruction has 
presented the interactive nature of the listening skill. As Andersen and Lynch have 
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statedthat listeners are 'active model builders' (qtd. in Ellis 2003: 39). They 
participated in the activities as language listeners. All the listening activities were 
categorized as listen-and-do tasks which is one of the form of non-reciprocal tasks. In 
such type of tasks learners had to rely on the verbal input given to them and perform 
accordingly to show understanding. They were meant to test comprehension of the 
lesson. They are different from academic tasks which derive them to write notes of 
lectures given by a teacher (Ellis 2003).  
 
There were two sequencing activities based on the listening summary of the lesson. 
They had to arrange the event strips in order by numbering. Both the activities were 
observed to be impactful because they engaged the students in recalling the events of 
the lesson creatively. Most of the groups numbered correctly which gave an idea that 
they were able to understand the chapter except for confusion in a few events. The 
repetition of the activity showed drastic improvement in the excellent performance 
which increased from 70% to 80%. Not only this, the familiarity of activity reduced 
the cognitive load in the repeated performance. On the other hand when the 
performance was repeated in one of the speaking activities it could not produce any 
improvement in the prefect retelling but reduced the percentage of a fairly weak 
retelling by 10%. It may be because they found speaking more difficult than listening. 
 
The activity 5 dealt to identify the description of each part of a boat by listening. It 
was categorised according to Ur as one of the variations of guessing definitions 
(1984). The guessing activities are indicative of relating the receptive message to 
visual input. The use of visual stimulus is something which they never attempted in 
their traditional class. It is of great significance in inducing high levels of motivation. 
It also helped them to associate the descriptions with their pictorial representation 
easily by activating schemata through listening. It helped them to build vocabulary by 
understanding the meaning of words. 
 
In the activity listening to comprehend was conventional cloze activity indicated by 
Ur (1984). It is more than an exercise instead of an activity but suitable in those 
conditions where institutions could not provide facilities and equipments that support 
financial infrastructure. In this activity the students had to comprehend words 
replaced with initial sounds like jail, poles, dumped instead of sail, holes and bumped; 
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opposite words like hot and cold; day and night; open and close; laughed and shouted 
etc. The use of synonyms was also taken into consideration. It helped them to identify 
the usage of appropriate synonym with the reference of the contextual information in 
a communicative way like timbers, screws, tins, steering instead of wood, nails, alloys 
and driving. All the listening activities were carried out in groups except the activity 
5. The group work can not examine individual performances of students. That is why 
an individual activity was also included. Secondly, the individual practices were 
undertaken by the students from the initial stages of learning. So such practices while 
implementing a new approach could not be ignored totally.  
 
Among the five speaking activities, there were three monologic and narrative based 
activities which caused them to achieve their respective goals. "Monologic tasks are 
undertaken by learners individually, but are best conducted within small groups. 
Small group work not only reduces the language anxiety that many learners face, but 
also maximizes the use of class time and gives more learners a chance to talk." (Goh 
and Anne Burns 2012: 211). Retelling the text in the activities 1 and 2 promoted the 
learners to speak about the text in their own words without initial interruptions. 
Before giving their presentations they were allowed to get into their personal 
judgemental opinions by mutual sharing among their group members. It helped them 
to produce the text with an extended discourse. Most of the groups' speakers 
concluded with a proverb or a saying. This directed them to indulge in metacognition 
skills and critical thinking during language production.  
[A] person's metacognition is demonstrated by the knowledge that one has 
about a particular type of experience or learning. Second language speakers, 
for example, may know how to structure a talk where information is presented 
and explained. Additionally, a learner may understand what it takes to become 
a competent speaker of the language and the obstacles that needed to be 
overcome (Goh and Anne Burns 2012: 240).  
This implies that the learners were found to exhibit language competence but not 
given opportunities.  
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In the activity 6 they prepared a description of a boat on the basis of what they did in 
listen and identify that is the activity 5. This listening activity helped them to raise 
awareness terminologically attending to notice the names of different parts of a boat. 
It aided them to describe an object effectively.  
 
The last two activities induced a drama element in their performance. They were 
involved in the role-plays which engaged every group member. They were 
categorised as discussion tasks by Goh and Burns (2012). They tend to produce 
simulated real life situations in an informal setting of the class.  
"Simulations are "classroom activities which reproduce or simulate real 
situations and which often involve dramatization and group discussion" 
(Richards & Schmidt 2002: 487). In simulations, learners take on a role, such 
as a politician, a parent, or a judge, and they are given scenarios to work with 
where a solution is needed" (Goh and Anne Burns 2012: 207). 
They prepared a small talk conversation based on their own knowledge and 
experience on stating different advices of a problem; and planning for a trip 
respectively.  
 
The methodological framework of the activities proceeded in the form of pre-activity, 
activity and feedback followed by post-activity. But the post activity could not be 
accomplished in every activity due to shortage of time. Ellis in his work had said that: 
[Various designs of a lesson had been proposed] for example, Prabhu 1987; 
Estaire and Zanón 1994; Skehan 1996; Willis 1996; Lee 2000). However they 
all have in common three principal phases,. . . These phases reflect the 
chronology of a task-based lesson. Thus, the first phase is 'pre-task' and 
concerns the various activities that teachers and students can undertake before 
they start the task, such as whether students are given time to plan the 
performance of the task. The second phase, the 'during task' phase, centres 
around the task itself and affords various instructional options, including 
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whether students are required to operate under time pressure or not. The final 
phase is 'post-task' and involves procedures for following up on the task 
performance. Only the 'during task' phase is obligatory in task-based teaching. 
. . Options selected from the 'pre-task' or 'post-task' phases are non-obligatory 
but,. . . serve a crucial role in ensuring that the task performance is maximally 
effective for language development (243).  
 
All the activities were executed at guided level and students were provided with 
teacher-made handouts. To understand the topic and procedure of each activity they 
were brainstormed before starting the real activity. In the activity 1, friendly rapport 
between teacher and students was created. The researcher brainstormed them 
regarding how to plan a trip for Taj Mahal. Many questions related to it were asked to 
them which activated their prior knowledge when proposing a plan for a trip.  
 
In both the activities 2nd and 3rd the previously discussed portions of the lesson were 
summarized by the students and teacher. The first two narrative based activities were 
followed by writing of their text by each group as post- activity. When the activity 5 
was followed by the activity 6 it offered a proper stimulus to write a description of 
boat.  The last two activities were role-plays in which different pre- activities were 
involved. In the activity 8, gap filling exercises and useful phrases were given to 
them. It helped them to direct their conservation with the samples practiced by them 
in fill in the blanks. In activity 9 they were assisted by different possible advices of a 
particular problem with the help of match the column. In all the speaking activities 
they were given sufficient planning time to rehearse their presentations along with 
feedback.  
The activity 7 stood apart in all the aspects from all the activities. It made use of 
technology to generate interest and motivate students in listening specific information. 
They were made to listen three times a track of 1 minute in which they were asked to 
answer the questions. The difficulty level of all the activities was maintained to be 
lower for the intermediate learners to avoid them from the creativity threat. After 
evaluating the activities it was noticed that the learners gave better performances in 
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listening activities than speaking activities. Nehal has quoted that "students would not 
be prepared for the real world . . . unless they are given an opportunity to use 
technology" (qtd. in Innovation in English Language Teacher Education 267). It 
indicated that they found learning to listen easier than to speak. Not only this, it also 
suggests that learning of a language through activities help them to listen and then 
speak which implies of a better language learning. 
 
The traditional class was seen to be divided into two stages - introduction and 
explanation. The teacher gave a detailed description when he introduced the lesson in 
the first class and then was observed to highlight the main events discussed in the 
previous classes by him. He acted as an authority in the class where teacher-students 
interactions hardly exist. It was found to be purely a teacher-centred class which rely 
on text-oriented practices and rendered with no scope of communication. The 
instructor was never seen to encourage students in revising the previous sections of 
lesson. That is why the students participation was not seen in the discussion session as 
it was supposed to be according to the teacher. 
 
He stated in his interview to use bilingual method at the level of understanding 
meaning. It is effective to gain interest and attention of learners according to the 
instructor. He was observed to use mother tongue once in understanding meaning of a 
word and also by students in responding often. The use of mother tongue must be 
preferred only with students who had low proficiency of competence. Otherwise the 
provision of maximum exposure must be ensured in a language class so that they 
could attempt to respond in the target language. On the contrary, every attempt by the 
researcher was undertaken which could facilitate learners contribution in language 
development and production. It gave rise to a positive environment for language 
learning. The treatment teacher was seen as a facilitator so that they could practice 
language in stress-free and natural environment.  
 
Special care and precaution was undertaken to introduce the communicative activities 
in guided and controlled manner. They were implemented with an idea that they may 
not lead to frustration and confusion of the students while experimenting a new 
approach. To start with such practices, it is better to adapt than adopt communicative 
practices in a language class. They were regarded as a concept of innovation 
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according to Ellis (2010). Sometimes innovation may constitute as a threat if it is not 
successful in achieving its objective. There is always a danger of bringing a change at 
this level because the traditional practices of language teaching had fossilised the 
preconceptions of both students and teachers regarding teaching and learning of a 
language. According to the subject teacher improvisation is a useful aspect. He used 
simplification and attention-seeking techniques but could not ensure the language 
production. An instructor must re-examine the use of such techniques if they are not 
successful in accomplishing the desired outcomes. The activities engaged them in 
repetition, reformulation techniques, prolonged responses and incomplete words 
during their oral performances which appeared to be more like speech habits than 
used purposively. 
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 CONCLUSION AND RECOMMENDATIONS 
 
6.1 INTRODUCTION 
This chapter deals with the conclusion and limitations of the present study. It also 
suggests some possible pedagogical implications which can be practiced by 
instructors of the institution. The proposed study was intended to investigate the 
effectiveness of activity based instruction in Compulsory English classes of 
intermediate level. The following were the objectives of study: 
 To study the effectiveness of activity based approach in developing oral 
communication of learners at intermediate level of Aligarh Muslim University in 
Senior Secondary School (+2) Girls.  
 To study the perceptions of subject teacher regarding the activity based 
instruction and traditional instruction in the teaching of Compulsory English at 
intermediate level of Aligarh Muslim University in Senior Secondary School (+2) 
Girls. 
 
6.2 CONCLUSION 
The summary of statistics of findings and discussion conclude that there exists an 
influential disparity in the traditional practices of Senior Secondary School and the 
one which was experimented by the researcher. It affected the oral production of the 
learners to a greater extent.  
 
It was evident from the result that the implementation of activity based instruction 
was more productive in terms of generating interest, motivation, comprehension, 
performance and participation of learners. They were chosen as the variables for 
comparison. It presented the activities to be more useful in developing oral 
communication skills rather than the exercises. It greatly affected their oral 
performances which were hardly practiced by the learners in the traditional class. 
Through exercises they were taught linguistic knowledge regarding structures, parts 
of speech, their usage in the text, some common errors in plurals and meaning of 
difficult and easy words. 
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As opposed to it, there were two communicative listening activities which involved 
them in vocabulary practice in a communicative way. Besides vocabulary they were 
noticed to practice various effective techniques and aspects of listening and speaking 
skills that a language learner must be aware of like turn-taking, critical thinking, 
metacognition skills, group work etc. This implied that the existing traditional 
practices of class never encouraged them to get involved in the actual practice of the 
target language. They never regarded their learning as skill development instead they 
visualised their learning in terms of items included in syllabus or text. The students 
gave more importance to sessionals and examination scores and were judged 
accordingly. As a result they gave more importance only to what was taught in the 
class. They never studied Compulsory English as a language. They considered it as a 
subject which imposed on them daunting and text-oriented learning. Also, the 
institutional practices never gave importance for learning to happen as skill 
development. It was observed in the oral performances of the students that they 
exhibit language competence but are not given chance to experiment it in their class. 
 
6.3 LIMITATIONS OF STUDY  
Every study deals with some unavoidable limitations. The following are the 
limitations of the present study: 
1) Since the regularity of the students was a big problem in the traditional class, 
the study sample was reduced to 30. Only those students were chosen who attended 
all the classes of both the instructions.  
2) The designing of the activities were confined to the text because the researcher 
was asked to teach from the syllabus so that the students do not suffer from academic 
loss due to shortage of course time. 
3) The group work was conducted in the class where the accessibility of movable 
furniture was not possible. The mobility and flexibility of classroom furniture is 
intended to produce better effects in group activities because students can face each 
other while sharing and discussing.  
4) The duration of class was of 40 minutes. The management of class time was 
difficult for the treatment teacher to provide sufficient time in each stage of the 
activities.  It resulted in devoting less planning time and more time in performance or 
vice-versa.  
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5) Due to unavailability of resources the use of technology was a challenge for 
the treatment teacher. The arrangement and preparation of loud speakers consumed a 
lot of time and affected the time of teaching class. Secondly, the provision of facilities 
to conduct study was disturbing near-by classes. Unavailability of time, wastage of 
time and disturbances of classes are never appreciated by any instruction and 
institution.  
 
6.4 RECOMMENDATIONS 
PEDAGOGICAL IMPLICATIONS: The curriculum and institution goals must give 
attention to the communicative use of language. They must conduct teacher training 
programmes to assist their inexperienced teachers with different innovative teaching 
practices. They must give equal importance to every skill of the language. Such 
incentives must be created which can lead to learners' production and development of 
the target language.  
 
The communicative instruction must be introduced in a guided and controlled manner. 
They must ensure students’ confidence in the administration of new and experimental 
teaching practices. The danger of using activity based approach is that it over rules 
form with meaning. Both form and meaning help learners to improve fluency, 
accuracy and complexity of a language.  It must be undertaken with proper guidance 
and training which could help learners to overcome their inhibitions. A teacher must 
appreciate group or pair work among students which not only facilitates the 
opportunities of negotiation but also tends to develop a positive attitude towards 
learning in a shared environment of learning. It influences emotional domain of a 
learner which is discouraged in individual learning. It must be incorporated by 
teachers at least two days a week.  
 
The negligence and ignorance of any aspect or item or skill over the other must not be 
chosen on the basis of teacher's priority or syllabus. It must be taught in a class if it is 
included in the text. Every item must be respected from a pedagogical level. The 
decisions of a teacher and provision of learning practices in a traditional class make 
learners to give importance only to those items which are taught in the class. It helps 
to foster learners' autonomy, attitude and affective factors. The teaching of a language 
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as communication must be encouraged with the practice of oral communication skills 
in a class.  
 
Learning a second language first by listening and then learning to speak followed by 
reading and writing skills produces better results. They must propose effective 
strategies to promote active participation of students thereby leading a student-centred 
class. A teacher must not choose the development of a skill on the basis of associated 
learning but by integrated or focussed learning.   
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Appendices 
 
 Appendix 1 
bushra parveen khan in this text//we come to know about a person//who is very 
encouraging//and has and has faced all the difficulties an(incomplete word) aa 
difficulties moreover//his companions are very encouragive and supportive//and he 
follows the//quote strength does not come from physical capability but from 
indomitable will thank you 
 
Symbol 
//:pause of less than 1second 
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Appendix 2 
hi everybody my name is shivani tomar and in his text//i read//that there was a 
family//who was sailing in the sea//which was going through storm//they all thought 
that there end was near(.)*but inspite of this all were encouraging each other 
an(incomplete word) so from this aaa after a long time//after backing through sea they 
all got safely//so from this we learn that instead of being afraid of something//we 
should face it//being optimistic 
 
Symbols: 
//: pause of less than 1 second 
(.)*: pause of 1second 
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Appendix 3 
myself bhavya singh today i will tell you about my boat my boat name is thunder 
beater it was given by my grandfather on my 24th birthday he took three years to built 
it is made up of combination of oak and rose wood it is painted red it can face the 
hardships of weather and it gives message about that we should we should not be 
frightened frightened from the hardship of life and face the conditions with full will 
power thank you 
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Appendix 4 
A: what is it if we spend our summer vacations in baveria 
B: i don't know really about the place 
A: baveria has got all of it catches scenery lake i just love that place 
A:i m also getting interesting in that place ok we should go for baveria 
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Appendix 5 
A: hello mariya you don't look very well 
B: i m not well i have got a painful sore throat 
C: ok then have you taken the herbal medicines like vicks and swaleen that give 
instant relief 
B: i tried twice or thrice but it is not very effective  
A:ok then you can do gargling by adding pinch of salt in hot water that is really very 
effective 
B:ill take your advice 
C: and please don't take any stress take bed rest 
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Appendix 6 
Interview of the Subject Teacher 
Firstly this communicative teaching as I said on that day we need to adapt instead of 
adopt. Since they (students) are following the traditional instruction from the first 
class it may be difficult to change at once. It is dangerous also because the output 
cannot be delivered. The learners will also not get good marks. If they will not get 
they will not show interest as we do not follow the communicative/task syllabus. 
Secondly, we can adapt the techniques but we do not have facilities which support 
this approach like movable furniture, large classrooms. As far as students are 
concerned a group must consist of mixed stuff. According to me, a group must have 
both good and weak students. Then only group work is effective otherwise it will not 
be. 
 In this class there are 90 students in which 50-60 students usually attend the class and 
if these 60 students are divided into groups, large groups will be formed. Again the 
purpose will be defeated. The lesson which you taught 'We are not afraid to die' I 
taught it again because you conducted group activities. There are certain limitations. 
You need to give printed handouts. You cannot say verbally to each about the selected 
portion of the text. For this you need to do preparations, giving introduction so that 
every group can understand and follow the lesson. Secondly the chapter you chose 
uses excessive adhoc vocabulary. It is very difficult also. Generally the learners get 
puzzled with vocabulary, difficult words.  
If a learner comes across with three or four difficult words and he/she is unable to get 
the meaning his/her interest gets kill. According to my experience and other teachers 
also if you will teach them vocabulary they will show you interest. It generally 
happens also. If a learner cannot understand the meaning of difficult words he/she 
become less attentive in the class.  
My approach: I usually start with introduction. I try my best to give comprehensive 
one. It is basically the idea about lesson what is it about? What are the highlights of 
lesson. I call them highlights because it strikes learners which includes thematic 
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aspects and language used. Now the benefit of giving introduction is that the learners 
prepare themselves. It will help them in understanding which will in turn help them to 
interact and discuss. That is the chances of interaction increases. It is very obvious 
that there are 7-8 students in a class who seriously remain engaged in interaction. 
Others always remain silent/passive. Even if 7-8 students are interacting other 
students are also listening to them. They can also take motivation.  
Generally I start teaching with a slow pace. I explain each lesson in the starting with a 
detailed description because they must know that they are learning something 
important. Then I take purposely 7-8 classes to finish the first chapter and later on 
speeding up the course. So I deal with the first two paragraphs comprehensively. Next 
I prefer to explain interesting facts of easy words related to their usage grammar. We 
can also draw some related words with them while explaining. They also get some 
additional input and get impressed with it. In this class when we finish off the lesson 
when dealing within the exercises there you can see actual listening and speaking.  
Two things are very important. Although reading, speaking, listening and writing are 
separate skills but you need to integrate them while teaching. You cannot keep them 
in water tight compartments. So with reading, speaking and listening is also taking 
place. Whatever skill you are teaching you need to give input. Without input there is 
no output. If you are feeling that there is lack of speaking and listening that's because 
I m giving input output you can see in the exercises. Once I discuss questions in the 
class I ask them to write and show me. Now it's up to them and their interest that 
whether they write or show me or not. We don't have time to check the written 
answers.  
We assume if a learner is able to speak properly then it means he/she can also write 
properly. In some lessons if there is more scope you can discuss general issues with 
them. In that case we slightly deviate the lesson to discuss general issues. Now once 
input is given output can be achieved. I usually undertake the section 'talking about 
the text' in detail because in that section discussion is easily evident. If they deal with 
remote issues I try to personalize them so that they become close to their experience. 
To initiate interaction it is very important to personalize teaching otherwise students 
will not respond.  
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In discussing this section I take two sides for and against. If there is no one to oppose 
than I take the stand. Other than this, I keep on questioning them in between. 
According to me excessive questioning is also not good. For me distorting the sense at 
the cost of teaching is not good for learning a language because it is through sense we 
can teach language. If you do not have any idea no matter what words you are using 
you will not be able to speak.  
Then taking some general concepts like a tea, a coffee generally which is very 
commonly used by them then I discuss their use to make them self-reliant. This can 
only be possible when he/she thinks in right direction. It is the duty of a teacher to 
guide and supervise them; to motivate them. Once the teacher is successful in 
generating interest then 90% of the work is done. Another important thing is that if we 
are teaching any of the skills they must be introduced at guided level. For example if 
we say start interacting with your group members they will not be able to do. First we 
need to train and guide them. Then the syllabus must be according to the activities and 
also the facilities.  
Grammar is generally considered a boring aspect of language. I take it separately but 
if there is any scope while teaching a lesson I deal it on the spot during a lesson. I deal 
it on the spot like the explanation of unusual structures, modals etc. A teacher is 
successful only when he adapts himself according to the needs and requirements of 
the class. If he has this ability then he is a good teacher otherwise he will not be a 
good teacher but definitely finish the course. Finishing a course is very different from 
teaching a course. I do believe in teaching, in the sense, that if I had finished a chapter 
they must be able understand the next chapter partially or fully. Otherwise there is no 
use of teaching.  
I am not extremist, I believe that a teacher should not restrict himself with one 
approach. Generally teachers adopt lecture method starting and finishing off like tape 
recorder which is wrong. Even in language teaching I had observed they never revise. 
They asked students to read the lesson and questions to answer. 
Improvisation is a very important and useful aspect. If students are unable to answer a 
question then simplify it and ask them something related to it. At the end they will be 
able to answer what you were trying to ask. But these are time consuming techniques 
which cannot be done daily. In the end I take discussion of the exercises 
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comprehensively. Sometimes I prefer to discuss text in a general topic of their choice. 
Speaking and listening are neglected skills of Indian classrooms. They are not there in 
our course and syllabi.  
Speaking is restricted to pronunciation which teachers generally do not teach. So I 
before starting lessons and course I try to help them how to improve language skills 
and what strategies you need to follow. I ask them to practise listening and speaking 
by their own. There are some regional influences pronouncing correctly consonant 
and vowel sounds. Proper lengthening of vowels is not done generally by Indian 
speakers. They face problem in connected speech. Majority of problems are of stress. 
I prefer to deal with stress problems while dealing with the texts. Now they had 
started practical test of listening and speaking skills. In that we can test these skills 
and take viva of two students together. We do not ask them from the text but general 
questions like asking them about their hobbies and why do you like them. In this way 
they get a bit of exposure. 
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Appendix-7 
Observation Checklist-Day 1 
1) Were the students motivated in the class? 
The motivation level of the students was nil. From the beginning to the end it was 
missing. The teacher was trying his best to motivate the students but he could not.  
2) How was the participation of the students? 
The students were dull and passive. They were least interested in listening to their 
teacher. Due to this their involvement was not observed. Their expressions were as if 
they were listening for nothing. It was surprising to see that the students never tried to 
respond whenever he asked them. They did not even attempt to guess what could be 
the answer. It was also mentioned by the subject teacher when he was interviewed 
after the class. According to observation, most of the students did not bother about 
what was taught in the class.  
Sometimes it was noticed that they knew the answer but were not willing to speak. 
Secondly, only the front bench students(3) were observed to interact with him in 
inaudible voice. Few students(3) were noticed to participate more actively in what 
was going outside the class especially those sitting near the window. 
3) Was the class teacher-centred or student-centred? 
It was totally teacher-centred class. From the beginning as he started his contribution 
and involvement was maximum. He started with a brief introduction. Then he read the 
text by himself and explained it without asking them.  
4) How was listening undertaken by the teacher? 
As a skill, listening was not seen in the class. It is because their negligible 
engagement of the students and lack of concentration. Most of the students were not 
listening to their teacher when he was reading the text.  
5) How was speaking undertaken by the teacher? 
The speaking of the teacher was observed instead of the students.  
6) Which skill was given more emphasis by the teacher? 
Excessive emphasis on vocabulary was given. He explained adjectival collocation 
used in the text, medical terms and the words which were written in bold within the 
text. The words which were not specified with bold were also discussed like probe, 
glided, shroud, pharaoh etc. Secondly he discussed grammar sometimes in relation to 
vocabulary for example telling them resurrection as a noun and resurrect as a verb.  
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7) How was the learning environment created by the teacher with the students 
during the lesson? 
The learning environment of the class was dull and monotonous. It was neither 
friendly nor restricted. The teacher was trying his best but they were least involved in 
the class. Some of the students were noticed to do their own work other than English 
like talking, laughing, doing other subject's work. Apart from this my observation was 
that he did not teach English as a language. He gave more attention in completing the 
chapter rather than bringing their language into practice.  
It was very obvious what a teacher does or thinks it becomes the priority of his/her 
students. With this line of thought the researcher noticed that they gave more 
importance to understand the chapter with the purpose of exams.  
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Appendix-8 
Observation Checklist- Day 2 
1) Were the students motivated in the class? 
The students were not at all willing to attend the class. Due to some circumstances he 
taught for 20 minutes when the school was over. It was difficult for the teacher to 
make them ready for the class. As such many things were affected. Firstly the 
motivation. It could not be seen as every student was in a hurry. Secondly some 
students were annoyed as they were forced to attend the class. The concentration of 
students was diverted to reach home as early as possible. 
2) How was the participation of the students? 
It was remarkable to notice their sporadic(timely) participation especially when they 
were not ready to attend the class. But time and distractions (some students were 
constantly asking to leave while teaching) were constantly keeping them apart. In this 
situation every possible technique was used to built their concentration. Exemplifying 
the text with familiar/personal experiences proved to be successful. It not only 
encouraged their participation but brought them close to the text.  
When the text talked about Pharoah, the Egyptian King, he gave the reference of 
Quran; asked the difference between leaves and petal. It implies that the referential 
and prior knowledge was tested only to develop their concentration. He asked easy 
words like chiselled, repeated meanings of difficult words like resurrection and asked 
meanings which were discussed in the previous class like shroud, coffin etc.  
3) Was the class teacher-centred or student-centred? 
On the whole it was teacher-centred. But this time it was observed that they were 
responding to his queries.  
4) How was listening undertaken by the teacher? 
 The students were hardly engaged in listening. 
5) How was speaking undertaken by the teacher? 
Speaking as a skill was not noticed. At times when they were asked only then the few 
students were found to respond. 
6) Which skill was given more emphasis by the teacher? 
Vocabulary was in focus but in detail as it was in the previous class. It was also 
quoted by the subject teacher that the first class of every lesson is taken up 
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comprehensively where vocabulary is discussed in detail. Some difficult words and 
words which were discussed earlier were taught. 
7) How was the learning environment created by the teacher with students during 
the lesson? 
As they were forced to attend the class two things were noticeable. First many 
concentration building techniques were used. Sometimes giving reference of personal 
or familiar experiences like that of Quran, asking easy questions like difference 
between leaves and petal; explaining word meaning which were discussed earlier and 
then appreciating them. Second, the teacher's tonal voice was influential. When he 
read the text - "be'neath the 'resin that 'cakes his 'chest, his 'breast 'bone and front 'ribs 
are 'missing. Now the question is what happened to him, was he murdered?"  
 
Some students were attracted and listened to him attentively. There was pin drop 
silence as if they were pondering on its climax. Third, no restriction was imposed 
when mother tongue was used in the class. As a teacher he himself used when telling 
the meaning of word wacky as 'sanki'. So bilingual method only at the level of 
understanding was applied.  
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Appendix-9 
Observation Checklist - Day 3 
1) Were the students motivated in the class? 
The motivation could not be seen among the students. From the day 1 of observation 
the students were not found to study with some purpose or for personal interest. 
Neither the teacher was seen to struggle on this aspect. 
2) How was the participation of the students? 
Dull and passive involvement of the students continued in this class also. They were 
excellent silent hearers who were least contributing in the class. Their participation 
was noticed at times only when they were told meanings of words by the teacher but 
prefer to write meanings only by few. That is their participation was more dependent 
on their choice and preference. Especially in the explanation session the teacher was 
never found to ask them to participate, although they were asked meaning of words 
many times. So the participation was only focussed in vocabulary not in any other 
skill. 
3) Was the class teacher-centred or student-centred? 
Of all the explaining classes which were observed, an authoritative role was adopted 
by the teacher. When he explained the chapter he acted upon as an authority over the 
students. He read the chapter, chose the difficult words and explanation of grammar 
items by himself as required. While doing so the minimal interaction between teacher-
student was found. Due to which it was totally a teacher-centred class.  
4) How was listening undertaken by the teacher? 
The deliberate practice of listening as a 'skill' was not found. Following the lecture 
method, listening of the students was done unconsciously where the scope of 
improvement was minimal. Also not everyone was engaged explicitly.  
5) How was speaking undertaken by the teacher? 
The speaking of the teacher was evident in the class instead of students. 
6) Which skill was given more emphasis by the teacher? 
Easy and active vocabulary like linger, demise, pallbearers and constellation were 
answerable. The words in bold like circumvented, computed tomography, wacky, 
pixels were explained. Some plural items which result in internal modification instead 
of using -es/-s were discussed like vertebrae, phenomenon, children and criteria. 
These were described as usual common errors by the teacher. The explanation of 
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symbolic image of word grey and winter was notified. The meaning of hydra and its 
use as prefix was also mentioned. That is the syntactical explanation at word level 
was also seen.  
7) How was the learning environment created by the teacher with students during 
the lesson? 
Some remarkable features of this class were observed. When the teacher dealt with 
the explanation of lesson it was more likely to be a traditional class. The teacher-
student interaction was rarely seen. It emerged as a dull and monotonous class where 
students were free to do their own work. Other than that when the students were asked 
the reason they were not satisfied with their teacher. 
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Appendix-10 
Observation Checklist - Day 4 
1) Were the students motivated in the class? 
In the discussion session of this observation, the teacher had to instil motivation by 
saying "now it is a matter of prestige for you and me", "please cooperate and 
participate" to force them to participate. It implies that he might not practice 
discussions regularly with them. Many students were not present even though they 
were asked to attend. The researcher personally requested them for the sake of 
observation. 
2) How was the participation of the students? 
Many conclusive points were noted when the question answer session was conducted. 
First, only the competent students responded by and large. Although he tried to filter 
students through various supportive inputs but only few of them were found to 
incorporate. Second, the clarity and audibility of the respondents was not evident. 
Many times he had to request them to speak louder. Third, as he started this session 
some pressure or tension appeared. There was pin drop silence when the questions 
and related sub-questions were asked. Fourth, the delayed response was noticed from 
the students. It appeared as if they were waiting to him but it could not happen so. He 
kept on asking them repeatedly which urged few students to speak. To maximize their 
participation he simplified the questions, asked indirectly and gave clues also. With 
this, in effect he made them to speak but could not engage every student.  
3) Was the class teacher-centred or student-centred? 
When the question answer session was conducted he was seen as a prompter where he 
gave prompts, hints and clues to scaffold them. For example the question was 'King 
Tut's body has been subjected to repeated scrutiny. Why?'. As they were unable to 
answer he gave prompts like' Why was the world so interested in his mummy; he was 
famous why?;what was it that became greatest cause of attraction?; why was the 
world so interested in knowing about Tut why not other mummies?' To simplify the 
question ' Howard Carter's investigation was resented why?' so he simplified the word 
'resented' and reframed it. 'Even Zahi Hawass said the body was in a bad condition of 
what Carter did, so why was there an angry reaction to what Carter did?; Tell me what 
did Carter do?; did he carry out some experiment?; what did he do with the body?; did 
he cause any damage so what kind of damage?; what did he do?; For what purpose 
  Appendices 
 
 
 
 
Page 153
did he carry out from grave; what did he do to investigate?'. Giving continuous clues 
and prompts one after the other he brought them close to the correct answer but it was 
more likely a teacher-centred class rather than student-centred.  
4) How was listening undertaken by the teacher? 
A proper practice of listening was not found. It was noticed only to the extent of 
understanding the questions and responding them by the reinforcement of 
simplification techniques but only a few of them. It resulted in associated, indirect and 
unconscious practice which could not train students for effective listening.  
5) How was speaking undertaken by the teacher? 
 Likewise speaking of the students was observed not by their will but they were 
forced to speak. Firstly the class was being observed. Secondly it was imposed 
practise which could not produce speakers but responders only. 
6) Which skill was given more emphasis by the teacher? 
The vocabulary based questions which was undertaken in all the earlier classes were 
not discussed in this session separately. It involved some additional words which were 
not in the lesson. Speaking was observed but teacher-talk time was more than the 
students.  
7) How was the learning environment created by the teacher with students during 
the lesson? 
The discussion of exercises was marked by delayed response along with some 
scaffolding techniques like simplifying and asking indirectly. As such it was an 
imposed practice which caused only few students to respond. When dealing with the 
section understanding the text it created pressure and stress among the students but 
the reasoning for justification was noticed to be more relaxed and free. Both were 
seen to enjoy this section with smiling faces. It increased the participation of students 
but done individually though asked to have pair work. 
 
 
 
 
  
Appendices 
Page | 154  
 
Appendix-11 
Lesson Plan- Day 1 
Activity 1: Divide the class into groups. Each group will be given a text. With the 
help of group members discuss what a text is about and explain it by retelling before 
the entire class. 
Level: Intermediate  
Time: 40 minutes 
Skill: Speaking 
Aim: Retelling a text 
Objectives: a) Enable learners to participate in groups and work cooperatively. 
b) To comprehend a given text in their own words. 
Materials Required: The scripts of the first half of the lesson 
Table 15: Lesson Plan of Activity 1 
Stage Teacher's 
Activity 
Rationale Learners' 
Activity 
Problems 
Anticipated 
Time 
Introduction Introduce 
self and 
interact 
with the 
class like 
all the skills 
of English. 
What 
things will 
you carry 
with you on 
a trip, What 
idea you 
get from 
title of the 
chapter. 
Breaking the 
ice to make 
them feel free 
from any 
pressure and 
make them 
understand 
what they are 
going to do. 
The students 
greet the 
teacher and 
listen to her.  
 10 
mins 
Presentation Allow 
learners to 
divide into 
groups. The 
Help learners 
to work in 
groups 
collaboratively
The students 
follow the 
instructions 
and get into 
Some of 
them may 
not like to 
works in 
10-15 
mins 
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teacher 
distributes 
one text 
sheet to 
each group. 
She will 
explain the 
activity and 
give 
instructions
. 
. To help them 
understand the 
activity. 
groups. They 
will discuss 
with their 
group 
members. 
groups. 
Some of 
them may 
speak in 
Hindi. Some 
of students 
may not 
participate in 
the 
interactions. 
Language 
productions 
Ask each 
group to 
choose a 
representati
ve and 
speak aloud 
before 
class. 
Help learners 
to represent the 
script in their 
own words. 
The 
representativ
e will speak. 
Some of the 
representativ
es will not 
be audible. 
Some of the 
groups may 
not decide 
who will 
represent. 
Not every 
group may 
get chance to 
speak. 
10 
mins 
Feedback Conclude 
the activity 
and the 
teacher 
sums up 
what it is 
all about. 
To make them 
clear the entire 
chapter. 
Listen the 
teacher. 
Some may 
confusion 
and it may 
be not clear 
to them.  
5mins 
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Appendix 12 
Scripts 
TEXT 1: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
In July 1976, my wife Mary, son Jonathan, 6, daughter Suzanne, 7, and I set sail from 
Plymouth, England, to duplicate the round the world voyage made 200 years earlier 
by Captain James Cook. For the longest time, Mary and I — a 37-year-old 
businessman — had dreamt of sailing in the wake of the famous explorer, and for the 
past 16 years we had spent all our leisure time honing our seafaring skills in British 
waters. 
Our boat Wavewalker, a 23 metre, 30 ton wooden-hulled beauty, had been 
professionally built, and we had spent months fitting it out and testing it in the 
roughest weather we could find. The first leg of our planned three-year, 105,000 
kilometre journey passed pleasantly as we sailed down the west coast of Africa to 
Cape Town. There, before heading east, we took on two crewmen — American Larry 
Vigil and Swiss Herb Seigler — to help us tackle one of the world’s roughest seas, the 
southern Indian Ocean. 
 
TEXT 2: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
On our second day out of Cape Town, we began to encounter strong gales. For the 
next few weeks, they blew continuously. Gales did not worry me; but the size of the 
waves was alarming — up to 15 metres, as high as our main mast. December 25 
found us 3,500 kilometres east of Cape Town. Despite atrocious weather, we had a 
wonderful holiday complete with a Christmas tree. New Year’s Day saw no 
improvement in the weather, but we reasoned that it had to change soon. And it did 
change — for the worse. 
At dawn on January 2, the waves were gigantic. We were sailing with only a small 
storm jib and were still making eight knots. As the ship rose to the top of each wave 
we could see endless enormous seas rolling towards us, and the screaming of the wind 
and spray was painful to the ears. To slow the boat down, we dropped the storm jib 
and lashed a heavy mooring rope in a loop across the stern. Then we double-
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lashed everything, went through our life-raft drill, attached lifelines, donned oilskins 
and life jackets — and waited. 
 
TEXT 3: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
The first indication of impending disaster came at about 6 p.m., with an ominous 
silence. The wind dropped, and the sky immediately grew dark. Then came a growing 
roar, and an enormous cloud towered aft of the ship. With horror, I realised that it was 
not a cloud, but a wave like no other I had ever seen. It appeared perfectly vertical and 
almost twice the height of the other waves, with a frightful breaking crest. 
The roar increased to a thunder as the stern moved up the face of the wave, and for a 
moment I thought we might ride over it. But then a tremendous explosion shook the 
deck. A torrent of green and white water broke over the ship, my head smashed into 
the wheel and I was aware of flying overboard and sinking below the waves. I 
accepted my approaching death, and as I was losing consciousness, I felt quite 
peaceful. 
 
TEXT 4: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
Unexpectedly, my head popped out of the water. A few metres away, Wavewalker 
was near capsizing, her masts almost horizontal. Then a wave hurled her upright, my 
lifeline jerked taut, I grabbed the guard rails and sailed through the air 
into Wavewalker’s main boom. Subsequent waves tossed me around the deck like a 
rag doll. My left ribs cracked; my mouth filled with blood and broken teeth. 
Somehow, I found the wheel, lined up the stern for the next wave and hung on. Water, 
water, everywhere. I could feel that the ship had water below, but I dared not abandon 
the wheel to investigate. Suddenly, the front hatch was thrown open and Mary 
appeared. “We’re sinking!” she screamed. “The decks are smashed; we’re full of 
water.” “Take the wheel”, I shouted as I scrambled for the hatch. Larry and Herb were 
pumping like madmen. Broken timbers hung at crazy angles, the whole starboard side 
bulged inwards; clothes, crockery, charts, tins and toys sloshed about in deep water. I 
half-swam, half-crawled into the children’s cabin. “Are you all right?” I asked. “Yes,” 
they answered from an upper bunk. “But my head hurts a bit,” said Sue, pointing to a 
big bump above her eyes. I had no time to worry about bumped heads. After finding a 
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hammer, screws and canvas, I struggled back on deck. With the starboard side bashed 
open, we were taking water with each wave that broke over us. If I couldn’t 
make some repairs, we would surely sink. 
 
TEXT 5: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
Somehow I managed to stretch canvas and secure waterproof hatch covers across the 
gaping holes. Some water continued to stream below, but most of it was now being 
deflected over the side. More problems arose when our hand pumps started to block 
up with the debris floating around the cabins and the electric pump short-circuited. 
The water level rose threateningly. Back on deck I found that our two spare hand 
pumps had been wrenched overboard — along with the forestay sail, the jib, the 
dinghies and the main anchor. Then I remembered we had another electric pump 
under the chartroom floor. I connected it to an out-pipe, and was thankful to find that 
it worked. The night dragged on with an endless, bitterly cold routine of pumping, 
steering and working the radio. We were getting no replies to our Mayday calls — 
which was not surprising in this remote corner of the world. Sue’s head had swollen 
alarmingly; she had two enormous black eyes, and now she showed us a deep cut on 
her arm. When I asked why she hadn’t made more of her injuries before this, she 
replied, “I didn’t want to worry you when you were trying to save us all.” 
 
Source: Hornbill 
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Appendix- 13 
Anecdotal Record - Day 1 
The experience of my first class was good. I planned to teach them speaking activity 
in which the students had to prepare presentation with the given text by discussing 
with their group members in their own words. I started off with some brainstorming 
questions like had they ever gone for a trip with their family or friends, what things 
they usually carry with them. The responses were coming from the students but I had 
to trigger them to speak. In the beginning some active students especially who were 
outspoken were giving their performance. Then I asked them to guess from the title of 
chapter what it is all about. Many students replied that it is a story of a courageous 
man; it tells about unity; one should always work in unity; it's about voyage made by 
man etc. I divided the entire class in groups and distributed one text to each group. I 
instructed that every member of the group must participate. But none followed it. In 
most of the groups the confident and competent speakers discussed with other 
members and spoke. Many of the weak students were traced out who were just simply 
sitting idly. In each group I noticed every member was interacting in Hindi for which 
I instructed them not to do so. But many did not care about it. One by one good 
speakers on behalf on their group performed and presented. 
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Appendix-14 
Evaluation- Day 1 
Rubrics of Retelling the Text- Day 1 
Table 16: Rubrics of Activity 1 
Score Description 
4 A perfect retelling of the text with effective and adequate 
clarity, confidence and audibility. 
3 A strong retelling of text with little hesitation. Speech is 
clear and fairly audible. 
2 A retelling of the text with omission of some relevant 
information, less clarity in speech and dropping of audible 
voice at irregular intervals. 
1 A weak retelling of the text includes general idea of text 
with major omissions; speech is not clear and difficult to 
understand; low-pitched voice and audible only to near-by 
listeners 
0 A fairly weak retelling of speech, very difficult to 
understand with less attention of listeners and confidence. 
 
Evaluation- Day 1 
Table 17: Table of Scores (Activity 1) 
Group 
Representative 
Score Name Score 
GR 1 1 GR 8 1 
GR 2 3 GR 9 1 
GR 3 3 GR 10 3 
GR 4 1   
GR 5 3   
GR 6 3   
GR 7 4   
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Table 18: Table of Scores in Percentage (%) of Activity 1 
Score Frequency Percentage (%) 
4 1 10 
3 5 50 
1 4 40 
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Appendix 15 
Lesson Plan- Day 2 
Activity 2: Distribute different texts to different groups. Discuss and interact with 
your group members what the text is about. With the help of a representative from 
each group prepare a presentation on behalf of her group members she will speak the 
given text in their own words. 
Level: Intermediate 
Time:40 minutes 
Skill: Speaking 
Aim: Retelling a text in own words 
Objective: a) Enable learners to participate in groups and work cooperatively.  
 b)  To comprehend a given text in their own words. 
Material Required: Six scripts of the second half of the lesson. 
 
Table 19: Lesson Plan of Activity 2 
Stage Teacher's 
Activity 
Rationale Learners' 
Activity 
Problem 
Anticipated 
Time 
Introduction Greet 
students. 
The teacher 
will ask to 
recap a 
previous 
day. 
The teacher 
build 
rapport 
with them 
by recalling 
what they 
did  
 
They will 
greet the 
teacher and 
revise the 
previous day's 
activity 
Some may 
only recall 
few points. 
Only some 
students will 
speak. 
5 mins 
Presentation Divide the 
class into 
groups of 
four. 
To help 
every 
learner to 
participate 
in the 
activity 
Each one will 
settle in to 
their groups 
Some may not 
feel 
comfortable 
in their set 
groups. 
2 mins 
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Practice The teacher 
will 
distribute 
different 
texts to each 
group. She 
will ask to 
discuss with 
their group 
members 
what their 
text is 
about. 
To help 
learners to 
discuss and 
interact 
with each 
other 
They will 
follow the 
instructions 
and discuss 
with their 
group 
members. 
Some may not 
show interest 
in the activity. 
Some may 
speak Hindi  
10 mins 
Language 
production 
The teacher 
will ask 
each group 
to choose 
their 
speaker and 
represent it 
To help 
learners 
build their 
speaking 
ability 
The speakers 
will represent 
on behalf of 
their group 
Some 
speakers may 
be audible. 
Some group 
members may 
not choose 
their speaker. 
In some 
groups the 
competent 
speakers and 
who had 
earlier spoken 
will again 
present. 
10-15 
mins 
Feedback The teacher 
will sum up 
the chapter 
and ask 
students to 
revise the 
points  
To 
conclude 
the chapter 
and make 
them clear 
The learners 
will one by 
one revise and 
listen. 
Some may not 
understand 
the entire 
chapter. To 
some it may 
appear 
confusing. 
5 mins 
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Appendix-16 
Scripts-Day 2 
TEXT 1: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
By morning on January 3, the pumps had the water level sufficiently under control for 
us to take two hours’ rest in rotation. But we still had a tremendous leak somewhere 
below the waterline and, on checking, I found that nearly all the boat’s main rib 
frames were smashed down to the keel. In fact, there was nothing holding up a whole 
section of the starboard hull except a few cupboard partitions. We had survived for 15 
hours since the wave hit, but Wavewalker wouldn’t hold together long enough for us 
to reach Australia. I checked our charts and calculated that there were two small 
islands a few hundred kilometres to the east. One of them, Ile Amsterdam, was a 
French scientific base. Our only hope was to reach these pinpricks in the vast ocean. 
But unless the wind and seas abated so we could hoist sail, our chances would be slim 
indeed. The great wave had put our auxiliary engine out of action. 
TEXT 2: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
On January 4, after 36 hours of continuous pumping, we reached the last few 
centimetres of water. Now, we had only to keep pace with the water still coming in. 
We could not set any sail on the main mast. Pressure on the rigging would simply pull 
the damaged section of the hull apart, so we hoisted the storm jib and headed for 
where I thought the two islands were. Mary found some corned beef and cracker 
biscuits, and we ate our first meal in almost two days. But our respite was short-lived. 
At 4 p.m. black clouds began building up behind us; within the hour the wind was 
back to 40 knots and the seas were getting higher. The weather continued to 
deteriorate throughout the night, and by dawn on January 5, our situation was again 
desperate. 
TEXT 3: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
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When I went in to comfort the children, Jon asked, “Daddy, are we going to die?” I 
tried to assure him that we could make it.“But, Daddy,” he went on, “we aren’t afraid 
of dying if we can all be together — you and Mummy, Sue and I.”I could find no 
words with which to respond, but I left the children’s cabin determined to fight the sea 
with everything I had. To protect the weakened starboard side, I decided to heave to 
with the undamaged port hull facing the oncoming waves, using an improvised sea 
anchor of heavy nylon rope and two 22 litre plastic barrels of paraffin. That evening 
Mary and I sat together holding hands, as the motion of the ship brought more and 
more water in through the broken planks. We both felt the end was very near. But 
Wavewalker rode out the storm and by the morning of January 6, with the wind 
easing, I tried to get a reading on the sextant. 
TEXT 4: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
Back in the chartroom, I worked on wind speeds, changes of course, drift and current 
in an effort to calculate our position. The best I could determine was that we were 
somewhere in 150,000 kilometres of ocean looking for a 65 kilometre-wide island. 
While I was thinking, Sue, moving painfully, joined me. The left side of her head was 
now very swollen and her blackened eyes narrowed to slits. She gave me a card she 
had made. On the front she had drawn caricatures of Mary and me with the words: 
“Here are some funny people. Did they make you laugh? I laughed a lot as well.” 
Inside was a message: “Oh, how I love you both. So this card is to say thank you and 
let’s hope for the best.” Somehow we had to make it. 
TEXT 5: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
I checked and rechecked my calculations. We had lost our main compass and I was 
using a spare which had not been corrected for magnetic variation. I made an 
allowance for this and another estimate of the influence of the westerly currents which 
flow through this part of the Indian Ocean. About 2 p.m., I went on deck and asked 
Larry to steer a course of 185 degrees. If we were lucky, I told him with a conviction I 
did not feel, he could expect to see the island at about 5 p.m. Then with a heavy heart, 
I went below, climbed on my bunk and amazingly, dozed off. When I woke it was 6 
p.m., and growing dark. I knew we must have missed the island, and with the sail we 
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had left, we couldn’t hope to beat back into the westerly winds. At that moment, a 
tousled head appeared by my bunk. “Can I have a hug?” Jonathan asked. Sue was 
right behind him.“Why am I getting a hug now?” I asked. “Because you are the best 
daddy in the whole world — and the best captain,” my son replied. “Not today, Jon, 
I’m afraid.” “Why, you must be,” said Sue in a matter-of-fact voice. “You found the 
island.” “What!” I shouted. “It’s out there in front of us,” they chorused, “as big as a 
battleship.” 
TEXT 6: Study the text given below. Discuss with your group members and 
reframe/recreate it in your own words. 
I rushed on deck and gazed with relief at the stark outline of Ile Amsterdam. It was 
only a bleak piece of volcanic rock, with little vegetation — the most beautiful is. We 
anchored offshore for the night, and the next morning all 28 inhabitants of the island 
cheered as they helped us ashore. With land under my feet again, my thoughts were 
full of Larry and Herbie, cheerful and optimistic under the direst stress, and of Mary, 
who stayed at the wheel for all those crucial hours. Most of all, I thought of a seven-
year-old girl, who did not want us to worry about a head injury (which subsequently 
took six minor operations to remove a recurring blood clot between skin and skull), 
and of a six-year-old boy who was not afraid to die.  
Source: Hornbill. 
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Appendix-17 
Anecdotal Record 
Today I repeated yesterday's activity but with the different texts. The reason for doing 
so was to complete the chapter in such a way that everyone can understand it and can 
get involved in it. The class was divided in ten groups. I started off with some 
questions to revise and recall what they did in the previous class like what is the 
chapter about, what is the name of boat etc. But I did not take it in detail which I felt I 
must had done. I divided the remaining chapter in five different texts and distributed 
to each group in such a way that two groups were having the same text. I gave 10 
minutes to interact and discuss with their group members. I strictly informed them to 
work in groups which meant that every member was involved. But it was seen only 
competent students were contributing to the activity or the one who will be the 
speaker. Otherwise in all the groups one or two were noticed to be passive in the 
discussion. I gave them extra 5 minutes because no group was ready. When the 
presentation began in some groups speakers who had spoken in earlier activity were 
presenting again. I asked other members to perform for which I gave somemore time 
only to those groups. Many of them were not ready but I forced them. In their 
performances many fillers, hand gestures and hesitation were evident while some 
performances were outstanding. Every group got a chance to present. 
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Appendix- 18 
Evaluation- Day 2 
Table 20: Rubrics of Activity 2 
Score Description 
4 A perfect retelling of the text with effective and adequate clarity, 
confidence and audibility. 
3 A strong retelling of text with little hesitation. Speech is clear and 
fairly audible. 
2 A retelling of the text with omission of some relevant information, 
less clarity in speech and dropping of audible voice at irregular 
intervals. 
1 A weak retelling of the text includes general idea of text with major 
omissions; speech is not clear and difficult to understand; low-
pitched voice and audible only to near-by listeners 
0 A fairly weak retelling of speech, very difficult to understand with 
less attention of listeners and confidence. 
 
Table 21: Table of Scores in Activity 2  
 
Group Representative(GR) Score 
GR1 3 
GR2 3 
GR3 3 
GR4 4 
GR5 1 
GR6 1 
GR7 3 
GR8 3 
GR9 1 
GR10 2 
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Table 22: Table of Score in Percentage(%) 
Score Frequency Percentage(%) 
4 1 10 
3 5 50 
2 1 10 
1 3 30 
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Appendix- 19 
Lesson Plan- Day 3 
Activity 3: Divide the class into groups. Listen the summary of the chapter and bring 
in sequence the events of the story by numbering them with the help of your group 
members.  
Level: Intermediate 
Time: 40 minutes 
Skill: Listening 
Aim: Listening and sequencing the events of a story 
Objective: a)  To help learners to comprehend the events of a story and rearrange 
them in order. 
Materials required: The summary of the lesson, event strips and a box of pins 
Table 23: Lesson Plan of Activity 3 
Stage  Teacher's 
Activity 
Rationale Learners' 
Activity 
Problems 
Anticipated 
Introduction Greet the 
students and 
talk with them 
in general like 
listening is 
also an 
important skill. 
It must also be 
taught and 
learnt. 
Bring 
students in 
attention and 
aware them 
about 
listening skill 
which is 
neglected.  
Greet their 
teacher and 
listen to her 
 
Presentation 
 
(a) 
The teacher 
will explain 
the activity 
To make 
them 
understand 
The learners 
will get into 
groups. They 
Some of the 
students may 
ask to repeat the 
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and give 
instructions. 
She will divide 
the class in 
groups of four. 
The teacher 
will distribute 
each bundle of 
event strips of 
first half 
summary to 
every group. 
how to 
identify the 
events and 
bring them in 
sequence. To 
help learners 
work in 
groups so 
that everyone 
can 
participate. 
will follow the 
instructions. 
Every member 
of each group 
will interact and 
correspond. 
instructions. 
Some of group 
members may 
not feel 
comfortable 
with their 
partners. 
Practice 
 
The teacher 
will read the 
first half 
summary of 
the story 
aloud. 
To help 
learners to 
listen and 
place them in 
order 
Each group will 
arrange them 
collaboratively 
by numbering 
them. 
 
Most of them 
get confuse with 
lot of strips. 
Some of them 
may not show 
any interest and 
may not 
participate. 
Feedback The teacher 
will discuss 
right answers. 
To check and 
evaluate 
The students 
will speak in 
chorus. 
Not all the 
students speak 
in chorus. Some 
of the groups 
will not make 
correct order. 
They may erase 
and write after 
listening in 
chorus. 
Practice The teacher 
will now 
distribute 
To repeat the 
activity with 
new event 
Again the 
students will 
arrange the 
Few of the 
groups may not 
show their 
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bundle of 
event strips of 
next half 
summary and 
read aloud. 
strips so that 
students get 
more familiar 
with the 
story. 
event strips and 
listen to the 
remaining 
portion of the 
summary. 
interest even 
after instructing. 
 
 
 
Feedback The teacher 
will ask one by 
one and  
To check and 
discuss the 
right 
answers. 
The students 
will speak in 
chorus. 
Not all  
students may 
speak. Some 
students may 
not identify 
events correctly 
because they 
may not be 
familiar of the 
entire story. 
 
 
 
 
  
Appendices 
Page | 174  
 
Appendix-20 
Summary of the Lesson  
Part I 
In July 1976, the writer and his family started their voyage from Plymouth. He was a 
business man and dreamt of sailing. His boat, Wavewalker 23 metre long was built 
with 30 tons of wood. He spent months in testing their boat in the roughest weather 
they could find. According to their calculations they covered 105000 kilometres 
pleasantly. But as they reached the west coast of Africa to Cape Town they took two 
crewmen - American Larry Vigil and Swiss Herb Seigler. On the second day of 
reaching Cape Town they encountered strong gales which were as high as the mast of 
the boat. Even after seeing bad weather they celebrated Christmas and had a 
wonderful holiday. On the New Year also showed no signs of improvement. On June 
2 the waves turned out to be gigantic and the situation became drastic. The slow down 
the captain dropped the storm jib double lashed everything. Around 6 p.m. they got 
stuck with first disaster. The wind twice the height of other waves exploded the deck 
and the captain was badly injured. His mouth was full of blood and ribs got cracked. 
He underwent death like experience but he kept himself calm. He was floating like a 
ragdoll feeling continuous jerks by subsequent waves. He was unable to see anything 
except water.  
 
PART II 
Somehow he managed to control the wheel but by then his wife Marry shouted. Larry 
and Herb were pumping water like madmen to their save their life. All the things - 
crockery, clothes, alloys, charts, tins were floating in the water. He half crawled and 
half swam into the children's cabin and assure them not to worry. Soon he started 
repairing the starboard with hammer, screws and canvas but even then water won't 
stop from entering the boat. As the time was passing they were confronted with more 
problems short circuit of electric pumps and blocking of hand pumps. The whole 
night they struggled for their life and kept on making Mayday calls which went 
unanswered. By January 3 the water level was under control but still there was 
tremendous leakage. Since the wave hit, Wavewalker could not survive for long. The 
captain discovered Ille Amsterdam as their nearest Island. On January 4 the 
conditions improved more. He went to his children to comfort to which his son 
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replied - we aren't afraid of dying if we can be together. On January 6 in morning the 
Wavewalker was out of danger. He convicted they may reach their destination by 5 
p.m. and went to take some rest. As he woke up the sky grew dark and he thought 
they left the Island. But Sue and Jonathan surrounded him and said he is the best 
daddy in the world.  
 
 
Source:Adapted. 
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Appendix-21 
Worksheet of Sequencing the Events (Event Strips) 
1) The author and his family started their voyage in July 1976 from Plymouth 
England. 
2) Their boat Wave walker was 23 metre high and was professionally built.  
3) They sailed 105000 kilometres pleasantly and safely till they reach west coast 
of Africa and Cape Town. 
4) Before they sailed the roughest sea Indian Ocean they took two crew men with 
them named Larry Vigil and Swiss Herb Seigler. 
5) When they reached Cape Town they encountered strong gales which were 
alarming up to 15 metres that is as high as their main mast. 
6) Even after seeing no improvement in weather on Dec 25 they celebrated 
Christmas and enjoyed to release the tension. 
7) On Jan 2 the waves became gigantic. 
8) The first impending disaster hit them at 6 p.m. when the sky became dark and 
the wind started blowing with a roaring sound. 
9) The roar changed into thunder. The wave with the effect exploded on the deck. 
The author got sunk in the water and felt his approaching death 
10) The author got badly injured. His ribs got cracked his mouth was filled with 
water and broken teeth. He was floating in ship like a rag doll. 
11) Later his wife Mary discovered and shouted they are sinking. 
12) Larry and Herb were continuously pumping the water like madmen. 
13) I half swam and half crawled into the children's cabin and assured them not to 
panic. 
14) He struggled and started repairing starboard with canvas, screws and hammer 
so that they may not sink. 
15) As each of them was struggling they were facing more problems like blocking 
of hand pumps and short circuit of electric pumps. 
16) They spend whole night working. They were also not getting any replies of 
Mayday calls.  
17) On January 3rd by morning the water level was under control.  
18) On January 6th about 2 p.m. the captain calculated, checked and rechecked 
and convicted that they might reach the Island by 5 p.m. He went for small nap. 
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19)  The captain woke at 6 p.m. He thought he had missed the Island. 
20) But his children surrounded him and said that you are the best daddy in the 
world and Sue shouted "you found the Island". 
 
 
Source: Adapted. 
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Appendix- 22 
Anecdotal Record- Day 3 
On day 3rd the entire strength was present as it was the first period. There were 20 
groups formed each with three members. The seating arrangement was not proper 
because few students were standing at each corner of the class. This class appeared to 
be a bit messy. My 20-25 minutes were wasted in doing the arrangement of speakers 
as I planned to make them listen some audio track. But due to some inappropriate and 
unavailability of resources it could not be done. While making some arrangements the 
teachers of near-by classes were also disturbed. The class teacher also showed her 
negation while taking up this arrangement which was very surprising. To the matter of 
fact some disorder and interruption in the class and nearby classes was felt. Due to 
this chaos I started off abruptly with slight introduction about the importance of 
listening. It decided to do so because deliberate listening practice was experienced by 
them for the first time. Then I distributed them each bundle of event strips of first half 
summary to every group and gave instructions. In this class my supervisor was also 
there to read the summary. She read the first half of the summary and gave them 5 
minutes to arrange the strips by numbering them. Some of the group members were 
not participating in the activity while some were sitting ideally even after instructing 
them. Most of the groups were interacting in the mother tongue but I instructed them 
to speak English. I discussed the correct order with them and asked every group. 
Some of the group speakers were not audible especially back benchers and some were 
hesitant. Some of the groups were found not to be with the teacher as they got 
confused with the wrong sequence they developed. This showed they did not 
understand the chapter. Besides, some of the students were absent when the chapter 
activities were undertaken. Not all the students and groups were speaking in chorus. 
In groups the members who participated maximum were in the chorus. Secondly I 
noticed the last bench groups were only checking their answers. I collected from them 
and gave another bundle of event strips of remaining portion. The idea of repeating 
the activity with different strips was very obvious. More listening practice could be 
done so that they can improve their listening ability. Also, the repetition can also 
make them familiar with the activity and the chapter. Again she read next half 
summary and asked them to arrange. This time some improvement was evident in the 
participation. Some students were quite excited while doing the activity especially the 
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front bench groups. Again some students were caught speaking Hindi like "ye wala, 
nhi nhi ye ayega; ye hota hai". Overall they enjoyed doing it. All the answers were 
discussed in the chorus and especially the last event they all spoke loudly. While 
collecting event strips all groups fixed their pins to it properly but two did not.  
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Appendix- 23 
Evaluation- Day 3 
Evaluation of Activity 3 
Table 24: Table of Scores of G1 to G10 
GROUPS G1 G2 G3 G4 G5 G6 G7 G8 G9 G10 
Correct 
Numbering 8 10 10 7 10 10 8 8 5 6 
Wrong 
Numbering 2   3   2 2 5 4 
Correct 
Arrangement 10 10 10 8 10 10 10 10 8 0 
Wrong 
Arrangement    2     2 10 
Total 
 
18 20 20 15 20 20 18 18 13 6 
Score 4 4 4 3 4 4 4 4 3 2 
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Table 25a: Table of Rating Scale of Activity 3 
Scale Total Score Description 
4 20-16 Excellent 
3 15- 11 Good 
2 10- 6 Average 
1 5- 1 Poor 
 
Table 25b: Table of Scores in Percentage(%) of Act.3 
 
 
 
 
 
 
 
 
 
  
Scale Frequency Percentage(%) 
4 7 70 
3 2 20 
2 1 10 
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Appendix- 24 
Evaluation - Day 3 
Evaluation of Activity 4 
Table 26: Table of Scores  
 
GROUPS G1 G2 G3 G4 G5 G6 G7 G8 G9 G10 
Correct 
Numbering 10 10 8 10 8 4 10 10 10 2 
Wrong 
Numbering   2   6    8 
Correct 
Arrangement 10 10 10 10 10 10 10 10 10 10 
Wrong 
Arrangement           
Total 20 20 18 20 18 14 20 20 20 12 
Score 4 4 4 4 4 3 4 4 4 3 
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Table 27: Table of Scores in Percentages(%) of Act. 4 
Scale Frequency Percentage(%) 
4 8 80 
3 2 20 
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Appendix- 25 
Day - 4 
Lesson Plan- Activity 5 
Activity 5: Divide the class into groups. Distribute unlabelled picture of a boat to 
each group. Listen to the description of each part of a boat and name them in your 
worksheets. 
Level: Intermediate 
Time: 15 minutes 
Skill: Listening 
Aim: Listening for a detail information/ listening for a purpose 
Objective: a)  Help learners to work mutually in a group. 
 b)  Help learners to listen the description of different parts of a boat and 
name them. 
Material Required: A picture of a boat 
Table 28: Lesson Plan of Activity 5 
Stage Teacher's 
activity 
Rationale Learners' 
activity 
Problems 
anticipated 
Time 
required 
Introduction Greet 
students and 
interact with 
them like 
today we 
will be 
doing some 
usual things 
in unusual 
manner.  
Building 
interest and 
rapport with 
the class. 
Helping 
students to 
bring their 
attention into 
more focus. 
Greet the 
teacher and 
listen to her 
 2 mins 
Presentation Divide the 
class in 
groups of 
four. 
Distribute 
To help every 
learner 
participate in 
tension free 
environment. 
Students 
will get into 
groups. 
They will 
go through 
Some may 
not feel 
comfortable 
in the set 
groups. In 
2-3 mins 
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the picture 
to every 
group and 
give 
instructions. 
the picture 
and listen to 
the 
instructions 
some groups 
only 
competent 
students 
may name 
the parts. 
Practice 
 
The teacher 
will read 
aloud the 
description 
of each part 
and repeat 
three times. 
To make 
learners listen 
the detail 
description 
carefully and 
help them 
identify the 
parts. 
Working 
with 
partners 
they will 
identify 
different 
parts of a 
boat. 
Some 
student may 
ask for more 
repetitions 
even after 
doing three 
times. 
5-7 mins 
Language 
Production 
The teacher 
discusses 
right 
answers. 
To check and 
evaluate. 
They will 
speak in 
chorus. 
Some may 
not speak 
even if they 
had done.  
5 mins 
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Appendix- 26 
Worksheet of Naming a Picture 
 
Study the picture given below and name it. 
Figure 1: Naming a picture 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Source: Hornbill. 
 
 
 
 
 
 
  Appendices 
 
 
 
 
Page 189
Appendix-27 
Script of the Teacher 
Description of Each Part of a Boat 
a) Mast: The long vertical pole. 
b) Mainsail: It is a long piece of fabric attached to the mast to sail in winds. 
c) Boom: It is attached to the mast extending horizontally from its lower to hold 
and control the direction of boat especially in winds. 
d) Cockpit: The small enclosed area towards the stern of a boat for the crew.  
e) Stern: The rear board end of the boat. 
f) Rudder: A flat piece of wood or metal hanging vertically from the base of a 
boat. It moves from side to side in order to control the direction of boat. 
g) Cabin: A small enclosed space/room onboard a ship.  
h) Bow: The front portion of the boat which is narrow and pointed. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Appendices 
Page | 190  
 
Appendix- 28 
Evaluation- Day 4 
Evaluation of Activity 5 
Table 29: Table of Rating Scale of Activity 5 
Scale Score Description 
4 8-7 Excellent 
3 6-5 Good 
2 4-3 Average 
1 2-1 Poor 
 
Table 30: Table of Scores in Activity 5 
Group Score Group Score 
G1 4 G8 4 
G2 4 G9 4 
G3 4 G10 4 
G4 4   
G5 4   
G6 3   
G7 4   
 
Table31: Table of Scores in Percentages(%) in Activity 5 
Score Frequency Percentage (%) 
4 9 90 
3 1 10 
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Appendix-29 
Day 4 
Lesson Plan- Activity 6 
Activity 6: Having being familiar with the parts of a boat prepare a small description 
on it in terms of its physical features, size, shape, colour, texture or material used, 
functionality and cost. 
Level: Intermediate 
Time: 25 minutes 
Skill: Speaking 
Aim: To describe an object/thing 
Objective:  a) To enable learners to participate in classroom interactions. 
 b)  To help learners to prepare a description ofa boat in terms of its 
features. 
Material Required: Worksheet of describing an object. 
 
Table 32: Lesson Plan of Activity 6 
Stage Teacher's 
Activity 
Rationale Learners' 
Activity 
Problems 
Anticipated 
Time 
Required 
Presentation 
 
Explain how 
an object or 
thing can be 
described 
with help of 
worksheet. 
Distribute 
them 
worksheet 
and give 
To make 
them 
understand 
how to 
prepare 
description 
of a boat. 
To make 
every 
learner 
Listen their 
teacher and 
note down 
some points. 
They will go 
through the 
worksheet. 
Some 
students 
may have 
cleared the 
instructions; 
they may to 
include all 
the features. 
5-7 mins 
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instructions. participate 
in the 
activity. 
 
Language 
production 
The teacher 
will ask each 
group 
representative 
to present 
their 
description. 
Help 
learners to 
build 
speaking 
ability 
before 
class. 
The group 
representatives 
will represent 
one by one. 
Some of the 
groups may 
not be 
ready. 
Some 
speakers 
may not 
have 
audible 
voice. Some 
may have 
lot fillers in 
their 
speech. 
10 mins 
Feedback Conclude the 
topic. Ask 
which group 
represented 
best. 
Sum-up 
the 
activity. 
Learners will 
listen and 
respond to her. 
 5 mins 
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Appendix-30 
Worksheet of Describing an Object or a Thing 
We can describe an object/thing in terms of its unique qualities or features in the 
following way: 
 Shape: rectangular shaped cabin/bow, elongated from middle, having curves at 
corners or one side peacock shape curve etc. 
 Size: large , medium , small 
 Material/texture used : teak, saal , not wooden etc 
 Colour : colour of the wood brown, greenish brown etc 
 Functionality: An important description for eg: It was lucky for us because it 
always saved us from heavy waves. 
 Cost: was it owned by you or gifted or you purchased it etc. 
 
Now working in your groups prepare a brief description of your boat of not more than 
six lines and present it before the class 
 
Our boat named Wavewalker is not a usual boat. One of our close friends who use to 
design them gifted us. It is more of a rectangular shape with two upside down curves 
at its both corners...... 
 
Source: Adapted 
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Appendix-31 
Anecdotal Record of Day 5 
On day 5 I took two activities one of speaking and other was of listening. They were 
related to one another listening followed by speaking. Nearly half of the strength of 
class was present. Inprevious classes I use to start my class with some brainstorming 
questions but this time I broke the ice by saying "today we will do some usual things 
in unusual way". It arose curiosity and interest among them. I started off with 
listening activity and distributed them unlabelled picture of boat. Then I divided the 
whole class in groups of four.It went smoothly and most of the groups were able to 
mark the parts of a boat. But as I noticed not all the groups were working mutually. In 
most of the groups two or three members were interacting. Others were seating ideally 
or just listening to what other members were doing. That is in this activity many 
passive students were traced out. In the speaking activity the performance was made 
by competent students only or who had performed in earlier activities. I purposely 
made other students to perform who had least participated for which I gave more time 
to some groups so that non competent and less proficient speakers can be detected.  
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Appendix-32 
Evaluation-Day 4 
Evaluation of Activity 6 
Table 33: Table of Rubrics of Activity 6 
Score Description 
4 Shows good understanding and clarity of the topic. Speaks 
eloquently with distinctive volume and pitch. 
3 Shows full understanding. Speaks with little hesitation and clarity 
in speech with sufficient amount of volume and pitch. 
2 Shows less clarity in speech. Inexpressive and hesitant speech with 
excessive use of conjunctions along inconsistency of pitch and 
volume. 
1 Shows lack of clarity and understanding of the topic. Unable to 
speak or mumble with faltering volume and pitch. 
 
Table 34: Table of Scores in Activity 6 
Group Representative(GR) Score 
GR1 3 
GR2 4 
GR3 3 
GR4 4 
GR5 4 
GR6 4 
GR7 3 
GR8 4 
GR9 4 
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Table 35: Table of Scores in Percentage(%) of Activity 6 
Score Frequency Percentage (%) 
4 6 66.66 (66.7) 
3 3 33.33 
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Appendix-33 
Day 5 
Lesson Plan- Activity 7 
Activity 7: Listen to the spoken text. Encircle the wrong words and write correct 
words in their place. 
Level: Intermediate 
Time: 40 minutes 
Skill: Listening 
Aim: Listening for Comprehension 
Objective: To help learners in comprehending and identifying the wrong words.  
Material Required: Worksheet 
Table 36: Lesson Plan of Activity 7 
Stage Teacher's 
activity 
Rationale Learners' 
activity 
Problems 
anticipated 
Time 
Introduction Greet 
students. 
 She tries to 
build friendly 
environment. 
They will 
greet her and 
listen to her. 
 2mins 
Presentation The 
teacher 
will play 
the track 
of 1 min. 
The 
teacher 
may ask 
certain 
questions 
like how 
many 
To help learners 
with listening 
proficiency and 
trigger them 
with motivation. 
The students 
will listen 
and work in 
groups. 
Most of the 
students 
may not be 
able to get 
correct 
number of 
times. 
Some of the 
students 
may not 
identify all 
the names. 
15 
mins 
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times chai 
chai coffee 
coffee is 
repeated, 
and 
identify 
the names 
of 
countries. 
Practice Distribute 
the sheets 
to learners. 
The 
teacher 
will read 
aloud text 
three 
times. 
Help learners to 
listen the 
passage for 
comprehending 
and identifying 
the wrong 
words. 
Learners will 
go through 
their sheets 
and follow 
instructions. 
They encircle 
the words. 
Some may 
not identify 
all the 
words. 
Most of the 
students 
may get all 
the words. 
10-15 
mins 
Feedback  The 
teacher 
will ask to 
write the 
no. of 
words they 
had 
spotted. 
She will 
discuss 
right 
answers.  
To record, check 
and evaluate 
their responses. 
The learners 
will count 
and write. 
One by one 
they answer. 
Most of the 
students 
may not get 
all the 
words. 
Some may 
get wrong 
answers. 
10 
mins 
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Appendix-34 
Anecdotal Record 
Today I started off with the playing of an audio track of 1 minute. This idea of playing 
the track was full of fervour. It arose an excitement and motivation among the 
students because they have not done such activity earlier. Before playing the track I 
gave them certain questions like notice if any sentence is repeated and how many 
times, note down the names of the countries mentioned in the song. I played it for the 
first time. They recognized the sentence but not how many times it was done. They 
were seen a bit confused. Some of the students could not understand whether "chai, 
chai, coffee, coffee" is a whole sentence. I cleared it out. So I repeated two times 
more and asked. This time they were more near to the correct answer. They did not 
find all the names. Some of them did and some did not. So I played for the last time 
again. Yet not everyone but some identified and it was 18 times. About the names, 
some students got confused Guhawati with Goa. This pre-task as I noticed stimulated 
them. Then I distributed them worksheets of wrong words. In this task I repeated three 
times and asked them to write the number of words they had encircled. Not all the 
students got all words. Some of them got 34, 24, 27, etc. I took up line by line and 
asked each student the correct word. I observed few of them marked wrong words. 
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Appendix-35 
Script of the Teacher 
Circle the wrong words and write the correct word. 
Script: "Take the wheel" I laughed as I resembled for the hatch. Larry and Herb were 
dancing like madmen. Broken woods hung at crazy angles, the whole starboard side 
bulging outwards; clothes, crockery, charts, alloys and toys sloshed about in deep 
water. I half crawled and half swam into the children's cabin. "Are you all right?" I 
asked. "Yes, they answered from upper bunk. "But my hand hurts a bit", said Sue, 
pointing to a big bump above her ears. I had no time to worry about dumped heads. 
After finding a hammer, nails and canvas, I struggled back on the deck. With the 
starboard side bashed close, we were getting water with each storm that broke over us. 
If I couldn't make repairs we would surely sink.  
Somehow I managed to stretch canvas and secure waterproof hatch covers across the 
gaping poles. Some water continued to stream above, but most of it was now deflated 
over the side.  
 More problems arose when our electric pumps started to block with the debris floated 
around the cabins and the hand pump short circuited. The water level fall 
threateningly. Back on deck I found that our four spare electric pumps had been 
wrenched overboard - along with the forestay jail, the gib, the dinghies and the main 
sailor.  
Then I remembered we had another electric pump under the chatroom floor. I 
disconnected to an in-pipe and was thankful to find that it worked. 
The day dragged on with an endless, bitterly hot routine of leaking, driving and 
working on the radio. We were getting no replies to our April fool calls- which was 
not surprising in this remote corner of the world.  
Sue's head had swollen alarmingly; she had enormous blue eyes and now she showed 
us a deep cut on her arm. When I asked why she hadn't made more of her injuries 
before this, she replied," I didn't want to worry you when you are trying to harm us 
all".  
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Appendix-36 
Worksheet  
"Take the wheel "I laughed(shouted) as I resembled for the hatch. Larry and Herb 
were dancing (pumping) like madmen. Broken woods (timbers) hung at crazy angles, 
the whole starboard side bulging outwards (inwards); clothes, crockery, charts, alloys 
(tins) and toys sloshed about in deep water. I half crawled (swam) and swam 
(crawled) into the children's cabin. "Are you all right?" I asked. "Yes, they answered 
from upper bunk. "But my hand (head) hurts a bit", said Sue, pointing to a big bump 
above her ears (eyes). I had no time to worry about dumped (bumped) heads. After 
finding a hammer, screws (nails) and canvas, I struggled back on the deck. With the 
starboard side bashed close (open), we were getting (taking) water with each storm 
(wave) that broke over us. If I couldn't make repairs we would surely sink.  
Somehow I managed to stretch canvas and secure waterproof hatch covers across the 
gaping poles (holes). Some water continued to stream above (below), but most of it 
was now deflated (deflected) over the side.  
 More problems arose when our electric (hand) pumps started to block with the debris 
floated around the cabins and the hand (electric) pump short circuited. The water level 
fall (rose) threateningly. Back on deck I found that our four (two) spare electric 
(hand) pumps had been wrenched overboard - along with the forestay jail (sail), the 
gib (jib) the dinghies and the main sailor (anchor).  
Then I remembered we had another electric pump under the chatroom (chartroom) 
floor. I disconnected (connected) to an in-pipe (out-pipe) and was thankful to find that 
it worked. 
The day (night) dragged on with an endless , bitterly hot (cold) routine of leaking 
(pumping), driving (steering) and working on the radio. We were getting no replies to 
our April fool (Mayday) calls- which was not surprising in this remote corner of the 
world. Sue's head had swollen alarmingly; she had enormous blue (black) eyes and 
now she showed us a deep cut on her arm. When I asked why she hadn't made more 
of her injuries before this , she replied," I didn't want to worry you when you are 
trying to harm (save) us all". 
Source: Adapted.
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Appendix-37 
Evaluation-Day 5 
Evaluation of Activity 7 
Table 37: Table of Scores 
 
Participants 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26 27 28 29 30 
Correct 
identification                               
(a)Correct 
correction 25 19 23 26 25 32 31 29 33 30 25 27 18 29 24 29 24 29 27 27 21 14 25 19 23 25 25 27 27 21 
(b)Wrong 
correction  4 2 4 2 1 1 3  2 4 3 3  6 2 5  2 2 4   4 2 2 4 2 2 4 
(c)Correction 
not clear  3        1   1        1   3      1 
(d) Words 
incomplete   2          2         1   2      
(e) No correction   2        2              2  2    
Wrong 
identification                               
(a) Correct 
correction 1 1 1 2 1   1    1 1  1  2 1 2 1 1  1 1 1 1  2 1 1 
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(b) Wrong 
correction 4 1 2 1 2 1 1 1 1 1 5 3 1 2 1 1 1 1 1 1 4 2 4 1 2 2 5 1 1 4 
(c) No correction   1 3   1 1  1 1  3  1  1  1 2     1  1 1 2  
No identification                               
(a) Correct 
correction       1      6 2 1      1 10        1 
(b) Wrong 
correction             1         4         
(c) Correction 
not clear                      1         
(d) Words 
incomplete                      1         
Words not 
identified 9 5 4 2 4 2 2 2 2 2 4 4 3 4 3 4 4 5 4 5 6 3 9 5 4 4 4 4 5 6 
Words attempted 25 19 23 26 26 32 31 29 33 30 25 27 18 29 24 29 24 29 27 27 21 14 25 19 23 26 25 27 27 21 
Score 3 3 3 4 3 4 4 4 4 4 3 3 2 4 3 4 3 5 3 3 3 1 3 3 3 3 3 3 3 3 
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Table 38: Table of Rating Scale of Activity 7 
Words attempted Score Description 
1-7 0 Poor 
8-14 1 Fair 
15-21 2 Average 
22-28 3 Good 
29-35 4 Excellent 
 
 
Table 39: Table of Scores in Percentage(%) of Activity 7 
Scale Frequency Percentage (%) 
4 8 26.66 
3 19 63.33 
2 2 6.66 
1 1 3.33 
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Appendix-38 
Day 6 
Lesson Plan- Activity 8 
Activity 8: Divide the class in a group of three or four students. With the help of the 
useful phrases and small dialogue conversations given perform a role play activity on 
planning a trip. 
Time: 40minutes 
Skill: Speaking 
Aim: Informal conversation (to plan a trip) 
Objective: a)  To help learners to develop an informal dialogue in a given situation 
with the help of phrases. 
 b)  To help learners to plan a trip. 
Material used: Worksheets of useful phrases and fill in the blanks. 
Table 40: Lesson Plan of Activity 8 
Stage Teacher's 
Activity 
Rationale Learners' 
activity 
Problems 
Anticipated 
Time 
Required 
Warming  
Up 
Greeting the 
students  
The teacher 
will help 
learners to 
build rapport 
and create 
friendly 
environment 
The student 
will respond 
and greet her 
in return 
 2 mins 
Introduction The teacher 
will ask what 
is informal 
and formal 
conversation, 
when you 
talk with 
your teacher 
is it a formal 
To brainstorm 
the students 
and know the 
prior 
knowledge 
about 
informal 
situations 
The learners 
will respond 
to her. Some 
of the 
students may 
be well aware 
to the 
difference. 
Some of 
the 
students 
may feel 
shy. 
5 mins 
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situation or 
informal, 
Can give 
some 
examples of 
informal 
situations etc 
Presentation 
(a) 
The teacher 
will 
distribute 
two sheets 
one of useful 
phrases and 
other of 
incomplete 
dialogues. 
She will ask 
to complete 
the dialogues 
with the help 
of phrases. 
Help learners 
to know how 
an informal 
conversation 
is prepared. 
Which 
phrases are 
generally 
used in an 
informal 
situation to 
plan a trip. 
The students 
will go 
through the 
phrases and 
dialogues. 
With the help 
of group 
members 
they will 
complete the 
dialogues. 
Some 
students 
may 
interact in 
Hindi or 
Urdu. 
Some 
groups 
may come 
across two 
correct 
answers. 
Some of 
the group 
members 
will not 
participate 
equally. 
5 mins 
(b) The teacher 
will ask 
them to 
prepare a 
small 
dialogue 
conversation 
on the topic 
To help 
learners with 
real life 
conversations. 
The students 
in their 
groups will 
discuss and 
interact to 
prepare a 
small 
dialogue 
Some of 
the groups 
may not 
actively 
participate. 
Some of 
the groups 
may be 
10 mins 
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how to plan 
trips with the 
help of 
getting 
enough 
practice on 
it.  
conversation. seen to 
interact in 
Hindi. In 
some 
groups the 
burden 
may be on 
the most 
proficient 
learner.  
Language 
production 
The teacher 
will ask the 
speakers of 
each group 
to represent 
on the behalf 
of their 
group 
To help 
especially less 
proficient 
learners to 
speak aloud 
what they 
discussed 
with their 
group 
members.  
 
One by one 
each group 
representative 
will read 
aloud their 
conversations 
Some of 
the 
speakers 
may speak 
slowly.  
10-
15mins 
Feedback The teacher 
will end the 
topic by 
summarizing 
what she did. 
Revise and 
discuss 
important 
points which 
they need to 
remember in 
an informal 
situation. 
The learners 
will listen to 
the teacher 
and respond 
to her. 
 5 mins 
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Appendix-39 
Worksheet 1 
Useful Phrases Used in Conversation 
Proposing Activity: 
Why don't we...?                                      I've got an idea. Let's... 
Suppose we....?                           How about we.....? 
What if we.....?                           What would you say to/about...? 
So let's.....                                       Why not....? 
Reacting Positively:                                      Showing Indecision: 
That's a (really) good/ terrific idea.                         I suppose so. But.... 
 Yes, I'd really like to....                         That's a possibility, but.... 
I've always wanted to see/visit/ go to......             I'm not saying no, but... 
I wouldn't mind.                                     Maybe, but.... 
                                                  Well, I don't know 
Reacting Negatively                                     Making a decision 
I don't like/I hate....                                     Ok, it's decided. We're.. 
No, I'd would rather....                         Ok, so we're going to... 
No, I'd prefer....                                     Great. We have a plan. 
I'm not really interested in....                                     So we're all agreed. We're... 
I'm not crazy about that. Why not.....?                        We're all set. 
 
Source: Now You’re Talking!: Strategies for Conversation. 
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Worksheet 2 
With the help of phrases complete the dialogues given below writing a different 
reaction in each but corresponding to the same as what the speaker B says. 
Eg: A: Paris in April is beautiful. 
 B: So let's go to Paris 
 B:  Ok, it's decided. We are going to Paris. 
1.  A:  I have an idea. Let's go to Darjeeling. 
 B:  That's a possibility, but I'm not sure. 
 B: .......................................................... 
2.  A:  I'd like to go to Norway. 
 B:  Norway in December? I hate the cold. 
 B: ................................................................. 
3.  A: What if we went to New York? 
 B: That's a terrific idea. 
 B:................................................................. 
4. A: Why not go to south of France? 
 B: Yes, I'd really like to visit that region of France. 
 B: ............................................................................... 
5. A: What would you say to a trip to Canada? 
 B:  I'm not saying no, but why not go to Alaska. 
 B: ............................................................................... 
6. A: The weather is beautiful in Australia. 
 B: So why not go to Australia? 
 B: ........................................................................... 
7. A:  It's too hot in Florida. I don't like the heat. 
 B: I'm not really interested to go in seeing Florida anyway. 
 B: .............................................................................. 
Source: Now You’re Talking!: Strategies for Conversation. 
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Appendix-40 
Anecdotal Record 
In this class not all the students were present. There were only 30. As I told them in 
previous class I will take some conversation activity so they were seen interested. I 
started off with some brainstorming questions like whenever we talk to the principal 
and friends our style, choice of words, manner always differ; how does it differ and in 
what way etc. Most of the students replied when we talk to the principal we prepare 
ourselves, we are more casual, we address them like sir and ma'am. One of the 
students said we are more formal. I caught her point and extended her answer with 
explanation of the difference between formal and informal conversation. It took 
nearly 5 to 10 minutes to discuss it with the class. I divided them into groups of three 
and distributed worksheets. I gave them instructions to complete the dialogues with 
the phrases given. Most of the groups were seen working equally. But three of them 
were not. They were observed that their competent members were working more than 
the other two. Mutual cooperation was not evident. Out of these three, one group was 
excessive passive. I have to tell them time to time that all members participation was 
needed. Especially when the groups were interacting I observed they swap to their 
mother tongues very easily although they were instructed to speak in English only. 
After completing it I discussed with them the correct answers asking from each group 
especially who were not raising their hands. With this, some of the speakers were 
inaudible; some of them were feeling shy in answering etc. Finishing off with the pre-
task I got over the speaking activity. This time I purposely explained them phrases 
which were given to them and asked them to form a conversation on how to plan a 
trip. I saw one of the positive feedback from the students. Working in groups from 
last three four days they were tempted to perform in roles. Originally one student 
from each group had to present their conversation but I left it to their choice that is 
either one or two or all. By the time their performances started all were representing 
together. In this activity all the groups got chance to speak. 
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Appendix-41 
Day 6 
Evaluation of Activity 8 
 
Table 41: Rubrics of Activity 8 
Score Description 
4 Every member speaks fluently with proper understanding of the 
situation and role. Speaks clearly with distinctive volume and 
appropriate tonal variations. 
3 Every member speaks fluently with proper understanding of the 
situation and role except one or two showing little hesitation with 
invariable difference in volume and tone. 
2 Unequal participation of members of a group. Shows less clarity in 
speech with inconsistent loudness, tonal patterns and some hesitation. 
1 Fairly unequal participation of a group. Lack of clarity and hesitant 
speech with inadequate volume. Speaks conversation like text without 
tonal variations. 
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Table 42: Table of Scores in Activity 8 
 
Group Score 
G1 3 
G2 3 
G3 4 
G4 4 
G5 3 
G6 4 
G7 3 
G8 4 
G9 3 
G10 3 
 
 
Table 43: Table of Scores in Percentages (%) in Activity 8 
 
Scale Frequency Percentage (%) 
4 4 40 
3 6 60 
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Appendix-42 
Day 7 
Lesson Plan- Activity 9 
Activity 9: Working in a group of three, choose any one of the problem from the 
worksheets with its possible advice and prepare a small dialogue conversation. 
Level: Intermediate 
Time: 40 minutes 
Skill: Speaking 
Aim: Informal conversation in a given situation 
Objectives: a)  To help learners to address a problem with a suitable advice in a real 
life conversation. 
 b)  Assigning roles to learners in a given situation. 
Material used: Two worksheets of a sample conversation and match the column. 
 
Table 44: Lesson Plan of Activity 9 
Stages Teacher's 
activity 
Rationale Learners' 
activity 
Problems 
anticipated 
Time 
Warming up Greeting 
students. The 
teacher will 
ask some 
general 
questions like 
how are you.  
The teacher 
break the ice 
by asking 
general 
questions and 
build friendly 
environment 
Students will 
greet her and 
respond to her 
 2mins 
Introduction The teacher 
will enact 
some of the 
common 
health 
problems and 
To 
brainstorm 
students to 
become 
aware what 
they are 
Learners will 
guess from 
the actions 
which 
problem she 
is referring to. 
Few of the 
students 
will not 
speak and 
show least 
interest. 
3 mins 
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will ask them 
to guess like 
stomach ache, 
headache, 
backache etc 
what are the 
common 
health 
problems 
what do you 
generally do 
etc.. 
going to do. 
Presentation The teacher 
will explain 
how a health 
problem is 
addressed and 
what 
appropriate 
advice can be 
given. Then 
she will 
distribute 
worksheets 
and allow 
them to go 
through the 
conversation. 
She may ask 
two of the 
students to 
come in the 
roles of Craig 
and Joan. 
The teacher 
will explain 
and 
exemplify it 
with the help 
of 
conversation 
Students will 
listen to her 
carefully. 
Two students 
will read 
aloud the 
conversation. 
Others will 
listen to them 
Some of the 
students 
will not 
show 
interest. 
Some of 
them may 
follow 
them. 
3 mins 
Practice 
 (a) 
The teacher 
will ask them 
to match the 
appropriate 
To help them 
understand 
what can be 
the possible 
Students will 
match the 
problem with 
its 
Some of the 
students 
may interact 
in Hindi and 
10 
mins 
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advice to each 
problem. 
 
advice for 
each 
problem. 
corresponding 
advice. 
some of 
them may 
repeat 
advice. Few 
may not 
match the 
appropriate 
advice. 
(b) The teacher 
will ask them 
to prepare a 
conservation 
based on it 
and present it 
before the 
class. 
To help 
learners with 
real life 
conversation 
The students 
prepare by 
discussing it 
with their 
group 
members.  
Most of the 
students 
will start 
writing. 
some of the 
students 
will speak 
loudly 
which 
causes 
disturbances 
in the class 
10-15 
mins 
Language 
production 
 The teacher 
will allow 
each group to 
present one 
by one. 
to allow 
learners 
present their 
conversation 
The groups 
will come in 
their roles and 
perform. 
Some of 
students 
will not 
cooperate. 
They will 
remain busy 
in their 
preparation 
which 
causes 
disturbance 
in the class 
15 
mins 
Feedback The teacher 
will end and 
revise the 
topic 
To make 
learners 
revise. and 
evaluate their 
performance 
The students 
listen to her 
 5 mins 
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Appendix- 43 
Worksheet 1 
Listen to the conversation read aloud between Craig and Joan. Identify what is the 
problem of Craig and what advice is given to him by Joan. 
Joan: Hi, Craig! How are you? 
Craig: Not so good. I have a terrible cold. 
Joan: Really? That's too bad! You should be at home in bed. It's really important to 
get a lot of rest. 
Craig: Yeah, you are right. 
Joan: Have you taken anything for it? 
Craig: No, I haven't. 
Joan: Well, it's helpful to chop up some garlic and cook it in chicken stock. 
Then drink a cup every half an hour. It really works! 
Craig: Ugh 
Source: New Interchange: English for International Communication. 
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Worksheet 2 
Following are some of the health problems given. Match an advice for every problem 
which you think is suitable for it. 
Table 45: Match the Column 
Problems Advices 
1) a fever a) Take some vitamin C 
2) a cough b) Put some ointment on it 
3) a sore throat c) Put a heating pad on it 
4) a backache d) Drink lots of water 
5) a toothache e) go to bed and take some rest 
6) the flu f) See the doctor 
7) a bad headache g) put it under cold water 
8) a burn h) take some aspirin 
 i) see the dentist 
 j) get some medicine from the drugstore 
 
Working in your groups, choose any of the problems. What other advices you can 
give for that problem.  
A: What should you do for a cold? 
B:  It's a good idea to get some medicine from the drugstore. 
C:  It will be much better if you go and see the doctor. 
D: You are right. Go to bed and relax yourself. It can help you to recover fast. 
Source: New Interchange: English for International Communication. 
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Appendix-44 
Anecdotal Record 
Today I planned to make them listen an audio conversation about stating a problem 
and giving advice in turns. But the speakers could not be arranged due to certain 
problems. As an alternative pre-task I planned to enact some of the common health 
problems and guess them through actions. It went very smoothly. All the students 
were able to identify the problems. They replied in chorus. They were seen motivated 
and interested. Few of the students generally who did not respond were silent just for 
no reason. I asked them if they can guess what they are going to do today. Some 
replied treating a patient; diagnose a problem, studying about health problems etc. 
Their responses were approximately near to what they were going to do. I verified 
their responses to be correct and said they will study them in a conversation. That is 
stating a problem and giving advice. I distributed the worksheets of a sample 
conversation and match the column. Two of the students read the conversation aloud. 
I asked some questions especially to weak students’ backbenchers like who is 
suffering from what, what advice did Joan give, what they were etc. They hesitatingly 
replied correct but was not audible. Then I took over another pre-task of match the 
column which they completed not more than 5 minutes. Working in groups was 
clearly seen. Some of the group members were sitting ideally to whom I asked to 
participate. Working in groups was clearly seen. But even after my strict instructions 
to speak in English I caught some students speaking Hindi/Urdu. It was seen 
especially when they were interacting and discussing with other group members. I 
thrashed out the correct answers with them. Finishing off with the pre-task I asked 
them to choose any one of the problems given and form a conversation but with some 
advices which were not given. I gave them 10 minutes time for rehearsal but they 
asked for more. During their rehearsal the noise was louder than usual. It was because 
they were busy in interaction which was creating disturbance. Many times I had to 
instruct them to slow down their voice. Most of the groups started writing their 
conversation but they were not allowed. While performing all the groups were not 
coming up by themselves. I had to encourage them to perform. 
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Appendix-45 
Evaluation of Activity 9 
 
Table 46: Rubrics of Role-Play 
Score Description 
4 Every member speaks fluently with proper understanding of the 
situation and role. Speaks clearly with distinctive volume and 
appropriate tonal variations. 
 3 Every member speaks fluently with proper understanding of the 
situation and role except one or two showing little hesitation with 
invariable difference in volume and tone. 
2 Unequal participation of members in a group. Shows less clarity in 
speech with inconsistent loudness, tonal patterns and some 
hesitation. 
 1 Fairly unequal participation of a group. Lack of clarity and hesitant 
speech with inadequate volume. Speaks conversation like text 
without tonal variations. 
 
Table 47: Table of Scores in Activity 9 
Groups Scores 
G1 3 
G2 3 
G3 3 
G4 4 
G5 4 
G6 2 
G7 3 
G8 3 
G9 3 
G10 3 
 
 
Appendices 
Page | 220  
 
Table 48: Table of Scores in Percentage (%) of Activity 9 
 
Scores Frequency Percentage (%) 
4 2 20 
3 7 70 
2 1 10 
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Appendix 46 
Exercises 
Dear students 
After completing the lesson "Discovering Tut: The Saga Continues" and discussing 
all the exercises of the chapter it becomes easy to answer some of the questions. 
Given below are some of the questions which are discussed in the class. Also in the 
end there 4is some multiple choice questions circle one of the given options which 
you think is most appropriate.  
Thank You 
A) UNDERSTANDING THE TEXT: Questions and Answers 
1) Explain the following statements. Give one reason in support of your answer. 
a) King Tut's body has been subjected to repeated scrutiny. 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
b) Howard Carter's investigation was resented. 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
c) Carter had to chisel away the solidified resins to raise the king's remains. 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
d) Tut's body was buried along with glided treasures. 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
e) The boy king changed his name from Tutankhaten to Tutankhamun. 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
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2) List any two reasons that led Ray Johnson to describe Akhenaten as "wacky". 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
3) What were the results of the CT scan? 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
4) List the advances in technology that have improved forensic analysis. 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
5) Explain the statement, "King Tut is one of the first mummies to be scanned - 
in death, as in life..." 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
B) TALKING ABOUT THE TEXT 
Discuss the following in groups of two pairs, each pair in a group taking opposite 
points of view. 
a) Scientific intervention is necessary to unearth buried mysteries. 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
b) Advanced technology gives us conclusive evidence of past events. 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
c) Traditions, rituals and funerary practices must be respected. 
_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
d) Knowledge about the past is useful to complete our knowledge of the world 
we live in. 
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_____________________________________________________________________
_____________________________________________________________________
_____________________________________________________________________ 
C) THINKING ABOUT LANGUAGE 
Read the following passage and answer the questions: 
Egyptian is now extinct: its history dates from before the third millennium B.C., 
preserved in many hieroglyphic inscriptions and papyrus manuscripts. Around the 
second century A.D., it developed into a language known as Coptic. Coptic may still 
have been used as late as the early nineteenth century and is still used as a religion 
language by Monophysite Christians in Egypt. 
a) What do you think are the reasons for the extinction of languages? 
_____________________________________________________________________
_____________________________________________________________________
__________________________________________________________________ 
b) Do you think it is important to preserve languages? 
_____________________________________________________________________
_____________________________________________________________________
__________________________________________________________________ 
c) In what ways do you think we could help prevent the extinction of languages 
and dialects? 
_____________________________________________________________________
_____________________________________________________________________
__________________________________________________________________. 
D) Vocabulary Items 
6) Explain the meaning of the following unusual combination of words which are 
used in the lesson 
a)  Ghostly dust devils 
b) Desert sky 
c) Stunning artefacts 
d) Funerary treasures 
e) Scientific detachment 
f)  Dark-bellied clouds 
g) Casket grey 
h)  Eternal brilliance 
i) Ritual resins 
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j)  Virtual body 
7) Give the meanings of some commonly used medical terms 
a) CT Scan 
b) MRI 
c) Tomography 
d) Autopsy 
e) Dialysis 
f) ECG 
g) Post mortem 
h) Angiography 
i) Biopsy 
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Appendix 47 
Evaluation of Exercises 
 
Table 49: Rating Scale of Exercises 
 
Marks Obtained Scale Description 
35-29 4 Excellent 
28-22 3 Good 
21-15 2 Average 
14-8 1 Fair 
7-0 0 Poor 
 
 
Table 50: Table of Scores in Percentage of Exercises 
 
Scale Frequency Percentage (%) 
1 7 23.33 
0 23 76.66 
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Appendix 48 
Questionnaire 1 (Traditional Approach) 
Given below are some multiple choice questions. Tick mark( ) the correct option 
which you think is most appropriate. 
1) Did you find the class interesting in terms of vocabulary? 
a) Yes  
b) To some extent 
c) No 
 
2) Did you understand all the exercises of the lesson? 
a) Yes 
b) To some extent 
c) No 
 
3) Did the exercises encourage you to participate in the class? 
a) Yes 
b) To some extent 
c) No 
 
4)  Did you find any difficulty in the exercises?  
a) Yes 
b) To some extent 
c) No 
 
5) Which of the following exercises were difficult? 
a) Questions and Answers 
b) Word Meanings 
c) None 
6) Are these exercises helpful especially when you communicate in English 
language? 
a) Yes 
b) to some extent 
c) No 
 
7) How often do you practice speaking activities in the class? 
a) Always (everyday) 
b) Sometimes ( 3 0r 4 days a week)  
c) Never  
 
8) How often do you practice listening activities in the class? 
a) Always (everyday) 
b) Sometimes (3 0r 4 days a week) 
c) Never 
 
9) If the lesson was taught you using various classroom activities (just like 
speaking and listening activities), do you think you could understand better? 
a) Yes 
b) To some extent 
c) No 
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Appendix 49 
SPSS Result of Questionnaire 1 
1) Did you find the class interesting? 
Table 51: Interest Level of Class 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid To some extent 7 23.3 23.3 23.3 
No 23 76.7 76.7 100.0 
Total 30 100.0 100.0  
 
 
Graph 8: Interest Level of Class 
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2) Did you understand all the exercises? 
 
 
 
Graph 9: Understanding of Exercises 
 
 
Table 52: Understanding of Exercises 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Yes 1 3.3 3.3 3.3 
To some extent 10 33.3 33.3 36.7 
No 19 63.3 63.3 100.0 
Total 30 100.0 100.0  
  Appendices 
 
 
 
 
Page 229
 
3) Did the exercises encourage you to participate in the class? 
Table 53: Motivation of Students 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Yes 2 6.7 6.7 6.7 
To some 
extent 
1 3.3 3.3 10.0 
No 27 90.0 90.0 100.0 
Total 30 100.0 100.0  
 
 
 
Graph 10: Motivation of Students 
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4) Did you find any difficulty in the exercises? 
 
 
 
Graph 11: Difficulty in Exercises 
 
 
 
Table 54: Difficulty in Exercises 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Yes 27 90.0 90.0 90.0 
To some extent 2 6.7 6.7 96.7 
No 1 3.3 3.3 100.0 
Total 30 100.0 100.0  
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5) Which of the following exercises were difficult? 
 
 
 
 
Graph 12: Difficult Exercises 
 
 
Table 55: Difficult Exercises 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Questions and 
Answers 15 50.0 50.0 50.0 
Word Meanings 14 46.7 46.7 96.7 
None 1 3.3 3.3 100.0 
Total 30 100.0 100.0  
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6) Are these exercises helpful especially when you communicate in English 
language? 
 
 
 
 
Graph 13: Exercises Helpful in Communication 
 
 
Table 56: Exercises Helpful in Communication 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid To some extent 7 23.3 23.3 23.3 
No 23 76.7 76.7 100.0 
Total 30 100.0 100.0  
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7) How often do you practice speaking activities in the class? 
 
 
 
 
 
 
 
 
 
Graph 14: Practice of Speaking Activities 
 
 
 
Table 57: Practice of Speaking Activities 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Sometimes 7 23.3 23.3 23.3 
Never 23 76.7 76.7 100.0 
Total 30 100.0 100.0  
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8) How often do you practice listening activities in the class? 
 
 
 
 
 
 
 
 
 
Graph 15: Practice of Listening Activities 
 
 
 
Table 58: Practice of Listening Activities 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Sometimes 3 10.0 10.0 10.0 
Never 27 90.0 90.0 100.0 
Total 30 100.0 100.0  
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9) If the lesson was taught through activity-based approach do you think you 
could understand better? 
 
 
 
 
Graph 16: Understanding of Lesson with Activity-based Approach 
 
 
 
 
 
Table 59: Understanding of Lesson with Activity-based Approach 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Yes 27 90.0 90.0 90.0 
To some extent 3 10.0 10.0 100.0 
Total 30 100.0 100.0  
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Appendix 50 
Questionnaire 2 (Activity-based Approach) 
 
1) Did you understand all the activities which were undertaken last week? 
a) Few of them 
b) Some of them 
c) All of them 
d) None of them 
2) Which skill activities were more interesting? 
a) Listening and Speaking both 
b) Listening only 
c) Speaking only 
d) None of them 
3) Which skill activities were easier to understand? 
a) Listening and Speaking both  
b) Listening only 
c) Speaking only 
d) None of them 
4) Were you comfortable in performing group activities? 
a) Sometimes 
b) Rarely 
c) Always 
d) Never 
5) Did the activities help you to speak and listen in English language than usual 
exercises that you do in the class? 
a) Sometimes 
b) Rarely 
c) Always 
d) Never 
6) Did the activities encourage you to participate and respond while performing 
them? 
a) Always 
b) Sometimes 
c) Rarely 
d) Never 
7) Did you find yourself improving when dealing with them? 
a) Always 
b) Sometimes  
c) Rarely 
d) Never 
 
  Appendices 
 
 
 
 
Page 237
8) Did you find working in friendly learning environment when dealing with 
them? 
a) Always 
b) Sometimes 
c) Rarely 
d) Never 
9) Which skill do you find showed more improvement when performing these 
activities? 
a) Both listening and speaking  
b) Listening only 
c) Speaking only 
d) None of them 
10) Were the activities more interesting than usual exercises which were taken up 
in the class? 
a) All of them 
b) Some of them 
c) Few of them 
d) None of them 
11) Which of the following factors showed more improvement when performing 
group activities? 
a) Hesitation 
b) Motivation 
c) Participation 
d) Cooperation 
12) Would you like to convert your lesson exercises in group activities? 
a) Always  
b) Sometimes 
c) Rarely 
d) Never 
13) Did you like to perform individually or in groups? 
a) Both group andindividual work 
b) Group work only 
c) Individual work only 
d) None of them 
14) Which stage of the activity do you find more difficult and challenging? 
a) Thinking and preparation 
b) Discussion 
c) Performance 
d) Feedback 
15) In which area do you find improvement? 
a) Thinking and preparation 
b) Discussion 
c) Presentation 
d) Feedback 
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Appendix 51 
SPSS Result of Questionnaire 2 
 
1) Did you understand all the activities which were undertaken last week? 
 
 
 
 
 
 
 
 
 
Graph 17: Understanding of Activities 
 
 
Table 60: Understanding of Activities 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Few of them 2 6.7 6.7 6.7 
Some of them 1 3.3 3.3 10.0 
All of them 27 90.0 90.0 100.0 
Total 30 100.0 100.0  
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2) Which skill activities were more interesting? 
 
 
 
 
 
Graph 18: Interest Level of Activities 
 
Table 61: Interest Level of Activities 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Both listening and 
speaking 21 70.0 70.0 70.0 
Listening only 6 20.0 20.0 90.0 
Speaking only 3 10.0 10.0 100.0 
Total 30 100.0 100.0  
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3) Which skill activities were easier to understand? 
 
 
 
 
Graph19: Difficulty Level of Activity 
 
 
 
Table 62: Difficulty Level of Activities 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Both listening and 
speaking 22 73.3 73.3 73.3 
Listening only 6 20.0 20.0 93.3 
Speaking only 2 6.7 6.7 100.0 
Total 30 100.0 100.0  
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4) Were you comfortable in performing group activities? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Graph 20: Comfort Level in Group Activities  
 
 
 
 
 
 
Table 63: Comfort Level in Group Activities 
 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Sometimes 8 26.7 26.7 26.7 
Always 20 66.7 66.7 93.3 
Never 2 6.7 6.7 100.0 
Total 30 100.0 100.0  
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5) Did the activities help you to speak and listen in English language than usual 
exercises that you do in the class? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Graph 21: Helpful in Communication 
 
 
 
Table 64: Helpful in Communication 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Rarely 3 10.0 10.0 10.0 
Sometimes 1 3.3 3.3 13.3 
Always 26 86.7 86.7 100.0 
Total 30 100.0 100.0  
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6) Did the activities encourage you to participate and respond while performing 
them? 
 
 
 
 
 
 
 
 
 
 
 
 
 
Graph 22: Motivation of Students 
 
 
 
 
 
 
 
Table 65: Motivation of Students 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Sometimes 7 23.3 23.3 23.3 
Always 23 76.7 76.7 100.0 
Total 30 100.0 100.0  
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7) Did you find yourself improving in performance when dealing with them? 
 
 
Table 66: Improvement in Performance 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Rarely 1 3.3 3.3 3.3 
Sometimes 3 10.0 10.0 13.3 
Always 24 80.0 80.0 93.3 
Never 2 6.7 6.7 100.0 
Total 30 100.0 100.0  
 
 
 
 
 
Graph 23: Improvement in Performance 
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8) Did you find working in friendly learning environment when dealing with 
them? 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Graph 24: Friendly Learning Environment 
  
 
 
 
Table 67: Friendly Learning Environment 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Sometimes 2 6.7 6.7 6.7 
Always 28 93.3 93.3 100.0 
Total 30 100.0 100.0  
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9) Which skill do you think showed more improvement when performing these 
activities? 
 
 
 
 
 
Graph 25: Skill Improvement  
 
 
 
Table 68: Skill Improvement  
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Both listening and 
speaking 22 73.3 73.3 73.3 
Listening only 2 6.7 6.7 80.0 
Speaking only 6 20.0 20.0 100.0 
Total 30 100.0 100.0  
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10) Were the activities more interesting than usual exercises which were taken up 
in the class? 
 
 
 
 
 
 
 
 
 
Graph 26: Activities more Interesting than Exercises 
  
 
 
Table 69: Activities more Interesting than Exercises 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Few of them 1 3.3 3.3 3.3 
Some of them 12 40.0 40.0 43.3 
All of them 17 56.7 56.7 100.0 
Total 30 100.0 100.0  
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11) Which of the following factors showed more improvement when performing 
group activities? 
 
 
 
 
 
 
 
 
 
 
 
Graph 27: Improvement of Factors 
 
Table 70: Improvement of Factors 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Hesitation 13 43.3 43.3 43.3 
Motivation 2 6.7 6.7 50.0 
Participation 4 13.3 13.3 63.3 
Cooperation 11 36.7 36.7 100.0 
Total 30 100.0 100.0  
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12) Would you like to convert your lesson exercises in group activities? 
 
 
 
 
 
 
 
 
 
 
 
Graph 28: Preference to Group Work 
 
Table 71: Preference to Group Work 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Rarely 2 6.7 6.7 6.7 
Sometimes 15 50.0 50.0 56.7 
Always 11 36.7 36.7 93.3 
Never 2 6.7 6.7 100.0 
Total 30 100.0 100.0  
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13) Did you like to perform individually or in groups? 
 
  
 
 
Graph 29: Participation to Form of Participation 
 
Table 72: Preference to Form of Participation 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Both group or 
individual work 21 70.0 70.0 70.0 
Group work only 4 13.3 13.3 83.3 
Individual work only 5 16.7 16.7 100.0 
Total 30 100.0 100.0  
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14) Which stage of the activity do you find more difficult and challenging? 
 
 
 
 
Graph 30: Difficult Stage of Activity 
Table 73: Difficult Stage ofActivity 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Thinking and 
preparation 10 33.3 33.3 33.3 
Discussion 5 16.7 16.7 50.0 
Performance(Presentat
oion) 12 40.0 40.0 90.0 
Feedback 3 10.0 10.0 100.0 
Total 30 100.0 100.0  
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15) In which area do you find improvement? 
 
 
 
 
Graph 31: Improvement Areas 
 
Table 74: Improvement Areas 
  
Frequency Percent 
Valid 
Percent 
Cumulative 
Percent 
Valid Discussion 2 6.7 6.7 6.7 
Feedback 4 13.3 13.3 20.0 
Presentation 13 43.3 43.3 63.3 
Thinking & Preparation 11 36.7 36.7 100.0 
Total 30 100.0 100.0  
